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ABSTRACT 

This teacher research study examines the use of stories told by five second grade 

Latinas as a means to gain an imderstanding of their lives and the literature they were 

reading arid discussing during smali group literature discussions. The questions guiding 

the research are (1) what stories do these Spanish-speaking girls bring from their lives to 

literature discussions and (2) how do these girls use their stories to make sense of 

literature? 

The study is based on a qualitative research design and is also phenomenological in 

that I wanted to understand how the children created meaning from the books we read 

and discussed and how their individual experiences shaped their understandings. 

Although there were a total of seven literature discussions held during the time of the 

study, I decided to focus on two of the discussions. Included in the analysis are profiles 

of each the five girls in the study, case studies of both literature discussions and Narrative 

Intertextuai Analysis (NIA) Maps. 

Findings indicate that sharing their life stories during literature discussions gave the 

girls an opportunity to deliberately scrutinize the emotionally charged events in their lives 

that they chose to share through story. The life stories the girls shared helped them 

understand the book we were reading and also allowed them to step away from their 

lives, if only briefly , and reflect on, thinlc about, and see connections between the events 

in their lives so far; the girls used stories as meaning-making devices. 
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CHAPTER 1 

INTRODUCTION 

I am the daughter of immigrants; a Colombian mother and a Cuban father. My mother 

came to the United States to seek a better life and my father to flee communism. 

Growing up, my home wasn't full of books; the only written materials I remember were 

El Diario las Americas (an international Spanish newspaper) and Las Selecciones 

magazine (Reader's Digest in Spanish). Regardless of the fact that my home wasn't full 

of books, my home was alive with literacy; my mother sang to us and my father was a 

storyteller; he brought stories to life! 

Street (1995) challenges the prevailing emphasis on a "single, 'neutral' Literacy with a 

big 'L' and a single 'y'" (p. 2) and instead offers the idea of 'literacy practices'. Literacy 

practices, he explains, 

refers to both behaviour and the social and cultural conceptualizations that give 

meaning to the uses of reading and/or writing. literacy practices incorporate not only 

"literacy events', as empirical occasions to which literacy is integral, but also folk 

models of those events and the ideological preconceptions that underpin them. (p. 2) 

My family's idea of what constituted literacy was not the same as that of the dominant 

culture; however, simply because books didn't have a strong presence in my home does 

not mean that we were illiterate and that my parents did not value reading and writing. 

1 remember my mother sitting at the kitchen table, whenever she wasn't cooking or 

cleaning, reading the short stories in Las Selecciones. I also recall her cutting out recipes 

from the newspaper and placing them in her cookbook, and my father always joking that 
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he'd never seen a cookbook so full of unused recipes. I remember my father sitting at the 

kitchen table reading and writing letters to his family in Cuba. Another very clear 

memory is my father coming home from work every night with El Diario las Americas 

tucked under his arm and reading it section by section after dinner. My home was alive 

with literacy, not Literacy with a capital 'L' and single 'y', but with literacy (Street, 

1995), 

Papi told stories about his life in Cuba before Fidel, about his family, his adored pet 

pig, Birito, about the mischief he got in, about ray siblings and I growing up and about 

common, everyday occurrences. There was never a quiet moment and never a moment 

without a story. My father had a way with words and his stories made me feel that I was 

part of the action even when they were about his life in Cuba. 

After Papi retired he spent four months here in Tucson with me. My then boyfriend, 

and now husband, got to know him well because they spent a lot of time together while I 

was at school. Papi told him lots of stories, stories I wish I'd written down to tell my son 

since Papi is no longer with us. Papi always said, "Estudia mija, porque no te puedo 

dejar dinero. Mi regalo es tu educacion, eso no te to quita nadie" Study daughter, because 

1 can V leave you any money. My gift to you is your education, which no one can take 

away from you, I consider his stories one of his greatest gifts. 

Rosen (1984) writes, "So it is that we can readily conceive of ourselves as deprived of 

all kinds of cultural resources, TV, theaters, even books, but strip us of all the 

accumulation of stories heard and told, reported and invented, traditional and 

spontaneous, and what is left of us?" (p. 8). I would have to say not much; stories are a 
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part of who I am. The stories Papi told to me and the stories 1 overheard have helped 

shape who I am and how I see things; take these stories from me and you take a big piece 

of who I am. 

Children's ways of constructing literacy should not be seen as an obstacle to their 

education. This teacher research study looks at a way of responding to text that has been 

devalued in school contexts-responding through telling stories rather than through 

analytical talk. Specifically this study addresses the issue of story as a means of 

constructing meaning through the sharing of life experience as part of literature 

discussions in my bilingual second grade classroom with five Spanish speaking girls. 

This chapter provides the background and an overview of the study. The review of 

the literature beginning with the theoretical frame for story and then proceeding to the 

theoretical frame for literature response are also presented in this chapter. 

Background of the study 

The faces in U.S. classrooms are becoming increasingly linguistically and socio-

economically diverse. It is predicted that by the year 2010, the Hispanic population will 

have doubled to about 30.8 million from 15.8 million in 1980. Furthermore, the Hispanic 

population will continue to outpace the national growth rate well into the 21century, 

while the White non-Hispanic population is projected to grow very slowly for the next 50 

years and then decrease in size (Chapa & Valencia, 1993 ). Fourteen percent of school-

age children live in homes where English is not the first language, about one in four 

Hispanics live in poverty and 38.1 million people lived in poor families in the year 1994, 

representing 14.5 percent of the total U.S. population (U.S. Bureau of the Census, 1994). 
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Logically, it would seem that our schools need to accommodate this changing face of 

the American public school student. However, schools appear ill prepared to give these 

children the education they deserve. Children are being blamed for the "deficiencies" 

they bring to school; parents are accused of taking no interest in their children's 

education (Taylor & Dorsey-Gaines, 1988; Valdes, 1996) and of inadequately preparing 

them to enter school; and schools are under the misguided belief that "transforming 

culturally diverse families to mirror mainstream families will produce educational and 

economic success for their children"(Whitehouse & Colvin, 2001, p.l). 

Recent Federal legislation. No Child Left Behind, and State legislation. Proposition 

203 in Arizona, almost guarantee that the children changing the face of the 'American' 

classroom will not receive the education that is guaranteed by law. In Lau vs. Nichols 

(1974), for example, the United States Supreme Court prohibited discrimination against 

language minority children in schools. While this controversy continues, the children are 

the ones who suffer because they are not receiving the education they need to be 

successful in our society. 

For the past ten years I have worked with children and families that some would call 

linguistically and culturally deficient'. I have discussed critical issues, such as racism, 

poverty and immigration, with these children and their families and have seen firsthand 

that these children are capable of and entitled to an education that pushes their thinking. 

Although their first language is not English, and their idea of literacy and manner of 

becoming literate may not be consistent with that of the American public school system, 

this in no way signifies they are deficient. Every person has a way of making sense of 
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the world; simply because it doesn't match that of the majority does not make it or them 

'wrong'. 

In my school, Wyman School (a pseudonym), the children are very similar to Heath's 

(1983) Trackton children. Children in Trackton from birth are "almost never alone and 

very rarely in the company of only one other person" (p. 74); they spend their days 

surrounded by people. Family and friends constantly surround Wyman children from 

birth; it is not unusual for several generations to be living under one roof Because the 

children are rarely alone and are often being held by an adult, they "feel[s] the nonverbal 

actions and reactions of conversationalists" (p. 82 ). The children in both communities 

learn from a very early age to listen and observe the things going on around them. One 

thing that is always going on around both sets of children is storytelling. 

Telling stories in Trackton and in the homes of many Wyman children is an everyday 

part of life. Stories in both communities arc told for a variety of reasons, the most 

important being to entertain. Through participation in storytelling children in both 

communities learn that "Language use is embedded in a complex system with culturally 

specific functions and meanings" (Eisenberg, 1986, p. 196), 

Small group literature discussions have given me the opportunity to provide my 

students with a challenging language arts curriculum that promotes critical thinking and 

invites them to connect with the literature in their own manner. In these discussions the 

children are actively participating in their learning. They bring their life experiences to 

the text, create personal meaning in combination with the text and share these beginning 

understandings with the children in the discussion group. Because the discussions are a 
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part of the curriculum, the children are able to make connections across the curriculum 

and see for themselves how 'language use is embedded' and contextually based. 

Overview of the study 

This teacher research study took place in my bilingual second grade classroom at 

Wyman Elementary School in the Tucson Unified School District during the spring 

trimester of 2003. The children and I were involved in a study of Migrant Farm Workers, 

a theme of study the class agreed upon before our spring intersession. Literature 

discussions played a major role in this classroom study and were the main data source. 

Although all of the children in the classroom participated in the literature discussions, this 

dissertation focused on five Spanish-speaking girls and their use of story as a way to 

make meaning during our literature discussions. 

The research was guided by these questions: 

1. What stories do these Spanish-speaking girls bring from their lives to literature 

discussions? 

2. How do these girls use their stories to make sense ol'literature? 

Review of the Literature 

The literature review is introduced with a theoretical frame for story. I begin with a 

discussion of Coles (1989) seminal piece. The Call of Stories, and discuss its relation to 

my thinking about story and its place in our schools specifically and in society, generally. 

This section closes with a description of what I consider a story, which is infl uenced by 

the work of Bruner (1989), Engel (1995) and Rosen (1984). The theoretical frame for 

literature response follows; Rosenblatt's (1995) transactional theory is at the heart of this 
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frame while Bakhtin (1981), Vygotsky (1978), Dewey (1938) and Freire (1991) are also 

influential Lastly, the research on literature discussions and storytelling is discussed. 

Theoretical Frame for Story 

In The Call of Stories, Coles (1989) writes about his life and the role literature and 

story have played in it. As a youngster he wondered why his parents read aloud to each 

other and later engaged in discussions about the book. His father once explained, "the 

novels contain 'reservoirs of wisdom', we are grateful to the authors... you'11 be grateful 

one day to the authors" (p. xii). Coles, a youngster at the time, was dumbfounded. Later 

in life what his father said made sense to him; he had to experience life, literature, and 

story for himself in order for this to happen. 

During his first year as a resident in a psychiatric hospital one of his first supervisors. 

Dr. Ludwig, introduced him to stories and the role they play in psychiatry. Coles recalls 

Dr. Ludwig telling him, "The people who come to see us bring us their stories. They 

hope they tell them well enough so that we understand the truth of their lives. They hope 

we know how to interpret their stories correctly" (p.7). Up to this point in his psychiatric 

career. Coles had been trained to examine and detect what was wrong with the patient, 

make a diagnosis, medicate, and move on. 

Dr. Ludwig stressed the importance of being a good listener and advised Coles to 

listen, 

in the special way a story requires: note the manner of presentation; the 

development of plot, character; the addition of new dramatic sequences; the emphasis 

accorded to one figure or another in the recital; and the degree of enthusiasm, of 
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coherence, the narrator gives to his or her account, (p. 23) 

Ludwig wanted Coles to listen to the patient and get his/her life story in order to gain an 

understanding of what had brought them to this point in their lives, rather than "get to the 

concise, penetrating heart of things, then try to help someone change" (p. 14). 

Children, even the very young, bring the stories of their lives with them when they 

come to school. Rosenblatt (1995) believes, "We can communicate because of a 

common core of experience, even though there may be infinite personal variations" (p. 

28). Children have all dealt with this 'common core'; "birth, growth, love, and death" (p. 

28), in one form or another. These experiences serve as the background for the stories the 

children tell during our literature discussions as they try to gain an understanding of their 

lives and the books we are discussing. 

Stories are windows (Engel, 1995) into a part of a child's life typically not seen in 

school. Stories introduce the inner child, the child hidden by the test frenzy and the 

pressure to perform. Stories provide a glimpse of the laughing, crying, thinking, 

questioning child. Engel (1995) believes. 

Each time a child describes an experience he or someone else has had, he constructs 

part of his past, adding to his sense of who he is and conveying that sense to others. 

Each time a child makes up a story about something that might have happened to 

himself or another, he expands his world... It is through telling stories that children 

develop a personal voice, a way of communicating their unique experience and view 

of the world, (p. 2) 
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Stories, therefore, invite us into the child's life and help us understand how children 

perceive their own existence as they try to make sense of the world and their place in it. 

Stories are a true part of the self, the inner child. Through stories the children are sharing 

a part of themselves while simultaneously constructing that self Stories link us to the 

past (Dyson & Geneshi, 1994; Engel, 1995; Smith, 2001) and help us understand the 

present. It is through story that we begin to understand who we are. 

Everyone tells stories regardless of their linguistic, cultural or socioeconomic 

background. Hymes & Cazden (1992) consider "the narrative use of language is not a 

property of subordinate cultures, whether folk, or working-class, or the like, but a 

universal function" (p. 177), Stories are a part of everyday life and are told for a variety 

of reasons—to inform, entertain, warn, and advise, to name a few. Rosen (1988) suggests, 

"narrative is at the heart of our mental and social practices" (p. 16) while Hardy (1978) 

believes, "Narrative, like lyric or dance, is not to be regarded as an aesthetic invention 

used by artists to control, manipulate, and order experience, but as a primary act of mind 

[italics added] transferred to art from life" (p. 12). 

"People live stories, and in the telling of these stories, reaffirm them, modify them, 

and create new ones. Stories lived and told educate the self and others including the 

young" (Clandinin & Connelly, 2000, p.xxvi). Through stories we present ourselves to 

others; our stories give people an idea of what we are like, what we view as significant 

and tell a little bit of who we really are. Hardy (1978) suggests, "lt[narrativej creates, 

maintains, and transforms our relationships: we come to know each other by telling, 

untelling, believing, and disbelieving stories about each other's pasts, futures, and 
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identities" (p. 13). Through stories we invite others into our lives. Henson (1993) believes 

"deep bonds are formed when stories are told" (p. 46); we don't tell the stories of our 

lives to just anyone. 

Paley (1994) states, "There is no more important event, to each child, than the 

uncovering of someone's unique story" (p. 149). I strongly agree and would add; There 

is no more important event, to each child and teacher, than the uncovering of everyone's 

unique story. There certainly are enough school days for a teacher to get to know all of 

her children and the stories behind them. In order for us to understand our children, we 

need to let them tell their stories in their own words, listen to their stories and we must 

follow along with their sense making, not lead them (Ferreiro & Teberosky, 1982). 

My findings indicate that the girls told stories of experiences they had lived through as 

well as stories they had heard their parents or other adults tell about their experiences. It 

seemed as if telling stories was second nature to these girls. Meek, Warlow & Barton 

(1978) believe, "Storying is the most significant way we explain how we came to be 

where we are, and a universal language habit that transcends all cultural barriers" (p. 8). 

The stories the girls chose to tell revealed who they were, what they found important, and 

what they found puzzling in their world and the world in relation to the text we were 

discussing and the issues raised by the other girls. 

Unfortunately, these young girls may not be given credit for the type of high level 

cognitive work their stories encompass. Shirley Brice Heath (1983,1986) points out that 

when there is a mismatch between the school and home in literacy experiences, children 

are often labeled as disadvantaged and their home literacies are not valued in the school 
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context. One of the ways I see my students being labeled is that many of them come 

from strong oral traditions and use story and their life experiences to make sense of what 

they read instead of engaging in the text-based analysis talk that is typically valued by 

schools. 

As a result of legislation such as No Child Left Behind (NCLB), schools are mandated 

to teach reading employing methods which are not necessarily consistent with what is 

appropriate for children; methods with limited views of what constitutes reading. One 

such accepted method is that schools expect children to analyze the text by talking 

directly about the text. Instead of talking directly about a particular text, my students 

often tell related oral stories or talk about experiences from their lives without necessarily 

directly discussing how these experiences relate to the text. The stories provide insights 

into their lives and families and what they consider important in the world. Children use 

these stories to shape and reshape their understandings of their lives (Dyson & Geneshi, 

1994) and of the text. 

Since this research focuses on how young Spanish-speaking girls use story to make 

meaning from text, it is important to ask "What is a story?". My definition of a story is 

based on the work of Rosen (1984), Bruner (1989), and Engel (1995). Rosen (1984) 

believes that humans are always prepared to translate events experienced directly or 

indirectly, either by reading or hearing, into a story. He believes that stories are "a 

product of the predisposition of the human mind to narratize experience" (p. 12) and 

considers stories "spontaneously constructed coherences" (p. 25). For Rosen, the 

distinction between a story, narrative discourse, and narrating are essential to 



27 

understanding his definition of what constitutes a story. A story, he argues, is a sequence 

of events, actual or created. Narrative discourse is the enclosed text in which these 

events are transmitted and the narrating is the act of telling. Based on these descriptions, 

for Rosen, a story takes place in the mind (it is the ordering of the event) and becomes a 

narrative after it is sequenced and sent from the brain to the mouth and is told to others. 

Bruner (1989) believes that in order for something to be considered a narrative it 

should meet the following criteria; 

• A narrative must have sequence. 

• A narrative must have a plot, a sequence that conveys a meaning. 

• A narrative must have a high point, a tension that meets some kind of resolution. 

• A narrative remains a narrative whether it is true or untrue. It is "indifferent" to 

facts. 

• A narrative makes distinctions between the usual and the unusual. 

• A narrative directs attention to personal or subjective experience. 

Engel (1995) argues that Brunei's requirements "are useful as a way of thinking about 

full-fledged narratives, but they're too narrow if we're going to sec the range of 

children's stories in germ and encourage their development" (p. 74). She offers that for 

young children, a story does not need to be elaborate, the meaning doesn't have to be 

explicit and the characteristics identifying it as a story don't need to be as identifiable (p. 

74). A young child's stoiy may simply contain the germ of a story; 

• it puts experience into a sequential form, 

• it conveys a sense of agency (someone did something). 
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• through selection it conveys meaning-it lets us know what was important or 

meaningful to that child, 

• [and] finally, there is a clear construction of the speaker-listener relationship (p. 

73). 

My definition of a story is a mixture of the descriptions presented above: a story 

is an ordered sequence of events, true or invented, that a person shares with another 

person or with a group. The experience can he lived-through or heard from someone else, 

it can be an actual experience or a made-up experience, and it has tension built into it. 

Most importantly, a story carries the nuances of the Latino oral storytelling tradition such 

as the active engagement between speaker and audience. 

Theoretical frame for Literature Response 

Small group literature discussions are literature circles where a group of students who 

have read, or who have had the book read to them, sit and discuss the meanings they are 

creating from their understandings and personal connections (Short, 1995, 1997). 

During small group literature discussions, the children talk with other children and the 

teacher about their meaning making about a particular book. These discussions are in line 

with Vygotsky's (1978) theory concerning a Zone of Proximal Development, "the 

distance between the actual developmental level as determined by independent problem 

solving and the level of potential development as determined through problem solving 

under adult guidance or in collaboration with more capable peers" (p. 86) and take into 

account his belief that learning is a social process. 
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During literature discussions children carefully listen to each other and think about 

what is being shared. They take a stance as readers (Rosenblatt, 1978) and, at the same 

time, they learn to respect the different interpretations others may have about the same 

text. Children draw on personal experiences to make connections with the text and with 

what someone else has shared during a discussion. 

Through literature discussions children are involved in what Rosenblatt (1995) called 

a "two-way reciprocal relation" (p. 27) with the text. The children bring their 

experiences to the text, create personal meaning in combination with the text and share 

these beginning understandings with the children in the discussion group. The children 

also begin to understand that through dialogue they can develop a more complete 

interpretation of the text. In the course of talking with others about their questions, 

concerns, and connections with the text, the children develop a "heightened sensitivity to 

the needs and problems of those remote from him in temperament, in space, or in social 

environment... such sensitivity and imagination are part of the indispensable equipment 

of the citizen of a democracy" (Rosenblatt, 1995, p. 261). 

Literature circles involve children in group discussions where they must listen to 

others as they share their ideas and interpretations of the text. Taba (1962) believes, "to 

use personal expression from the entire group in developing an idea or a pattern of 

feeling is to open wider the possibilities than any individual can build for himself (p. 7). 

Our whole class literature discussions are designed with this premise in mind. 

Literature circles offer my students the possibility to actively participate in their own 

learning and gain some control over what they are learning and how they are learning. 
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Duckworth (1996) argues, "making connections must be a personal elaboration, and 

sometimes a person is simply not capable of making the connections that someone is 

trying to point out" (p. 26). 

Dewey (1938) believes in learning through experience, although he warned that not 

all experiences "are genuinely or equally educative" (p. 25). Experiences not connected 

to prior experiences, although they may be enjoyable, are not as educative because there 

is no relationship between them. The literature discussions in my classroom are part of 

the curriculum and related to the general classroom study allowing children to readily 

make these relationships and connections so necessary for 'educative' experiences. 

For Dewey (1938) experience is personal and social; "all human experience is 

ultimately social, it involves contact and communication" (p. 38). Literature discussions 

provide children with this contact and space they need to create meanings with each other 

and to learn from each other. Children bring their own experiences and understandings to 

the discussion group, and even though they may share similar experiences, these are 

never interpreted or presented in the same way. 

During a literature discussion children are learning, first hand, that language is 

contextually situated (Bakhtin, 1981); what someone says during a literature discussion 

may not make sense out of the context of the discussion. Children also learn that 

everyone has different ways to express their thoughts and ideas even though they may be 

about the same or similar situations. Bakhtin (1981) explains that people learn language, 

not from dictionaries, but from other people in particular situations, and that "it is from 

there that one must take the word, and make it one's own" (p. 295), Children are able to 
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do this in natural settings where it is expected that they talk and learn from each other and 

where learning is active and participatory. 

I strive to make our classroom and curriculum reflect the world we live in because I 

believe as Freire (1991) does that "Language and reality are dynamically intertwined" 

(p. 139). I invite the children to participate in discussions about critical issues because I 

want to know what they are thinking, especially about issues that relate to their lives, 

either directly or indirectly. Nieto (1999) discussing Bigler & Collins (1995) explains 

what they have labeled "dangerous discourses"; "any discussion that challenges the 

accepted literary canon or that questions underlying social ideologies" (p. 120). In my 

classroom these 'dangerous discourses' focus around the issues of racism, inequality, and 

immigration. I invite my students to engage in meaningful dialogue about issues such as 

these because I want them to feel that they are able to challenge the canon (Nieto, 1999) 

and that they have the right to voice their opinions, questions, and beginning 

understandings of issues that touch their lives. I want the children to share in their own 

words what they are feelmg, and talk about the connections they are making and the 

questions they may have because as Freire (1991) states, 

words used in organizing a literary program [should] come form the word universe 

of the people who are learning, expressing their actual language, their anxieties, 

fears, demands, dreams. Words should be laden with the meaning of 

the people's existential experience, and not of the teacher's experience, (p. 144) 

I cannot make meaning for the children. They need to speak for themselves and share 

their experiences in their own manner. 
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J support Barnes' (1993) notion that "developing children's ability to use talk as a 

tool of learning is an important vv'ay of developing their language abilities as a whole" (p. 

17). Children have a lot to say, they need to be given the chance to speak. They have a 

right to their own opinions and the right to express them, literature discussions provide 

the children in my classroom the space to think, talk, formulate and voice their thoughts, 

questions, opinions, and connections. 

Our literature discussions have allowed the children to express their thoughts, fears 

and ideas without any shame and witliout the fear that others will judge them. The 

discussions have enabled us to learn about each other and build trust; "This trust has 

enabled us to establish and sustain [a]learning community" (Pierce & Gilles, 1993, p. ix). 

Research on Literature Discussions and Storytelling 

In this section, I review the professional literature that allows me to situate this study 

within the areas of literature discussions with primary students, literature discussions with 

young Spanish-speaking children, and the use of storytelling in the classroom. 

I began my inquiry by trying to familiarize myself with research about literature 

discussions. I found that most studies dealt primarily with students in the intermediate 

grades (Moller, 2002; Brock & Gavelek, 1998; Enciso, 1994,1997; Wollman-Bonilla, 

1994) and were mostly set in mainstream classrooms, not bilingual ones such as mine. A 

few studies have been done with second-language learners in mainstream classrooms 

(Brock, 1997; Cox and Boyd-Batstone, 1997; Raphael, Brock & Wallace, 1997; Klassen, 

1993). Although these studies revealed that diverse learners can engage in meaningful 
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talk about texts and that they benefit from the support given from their peers, their area of 

interest was in how the discussions help the students acquire English. 

I found a few studies that focused on literature discussions in primary classrooms. 

Jennifer Battle's (1993) study examined bilingual kindergartners' participation in 

'storybook discussions' when the teacher read aloud stories in English to children who 

were more comfortable speaking Spanish. The study focused on identifying the 

conditions that promoted or encouraged communication between the children and 

teacher. Findings indicated that when the teacher held back her own questions and 

answers, "she supported the children's meaning making" (p. 168) by recognizing 

speakers, listening for children's questions and by following "their lead" (p. 168). Other 

conditions that promoted or encouraged communication were; carefully selected quality 

children's literature, and a "non-threatening, nonevaluative setting where children are 

encouraged to express their ideas and feelings in their own language" (p. 168). 

In her study with twenty European-American and African-American second graders, 

Commeyras (1994 ) discovered that student-generated questions motivated children to 

learn and participate more during their storybook discussions than teacher-generated 

questions. She found that it was better to identify a discussion question based on whether 

or not students wanted to discuss it, not "whether it elicited two or more well-defined 

conclusions" (p. 519) as was thought at the beginning of the study. Commeyras also 

noted that teachers should pose fewer [story related] questions and ask about things that 

will help us understand children's thinking as opposed to asking comprehension 

questions. 
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McGee's (1992) first grade study divided a literature discussion in two parts; child-

initiated, where the teacher followed the children's lead and teacher directed where the 

discussion focused on the interpretive question asked by the teacher. McGee found that 

"although it seemed important for students to explore stories on their own terms, it also 

seemed important to focus the conversation around teacher-posed interpretive questions 

which called for the students to reflect on the work as a whole and to use inferential and 

critical thinking" (p. 186). Findings indicated, "Successful grand conversations seemed to 

include sustained inquiry around the interpretive question [posed by the teacher]" (p. 

186). 

Martinez, Roser, Hoffman and Battle's (1992) study of a second grade classroom 

looked at the changes in book talk that occur when "classroom discussions are associated 

with two mterventions" (p.304); a.) the use of individual response logs by teachers and 

children and b.) the use of a discussion framework for promoting the sharing of 

responses. The study was conducted in three phases; phase one served as the baseline. 

Over phases two and three the researchers noted that the changes in book talk broadened 

as a response to the questions asked by the teacher. During phase one the children were 

asked questions about story elements while during phases two and three the children were 

asked to share their observations and wonderings about the stories. The "children's ideas 

(rather than her [the teacher] monitoring questions) became the basis for discussion" (p. 

309). 

Martinez-Roidan's (2000) study in a primary bilingual classroom looked at the "nature 

of the talk" (p. 29) bilingual second graders engaged in as they discussed children's 
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literature. The study focused on the types and content of the responses the children had 

in small group literature discussions. The types of response were placed into two major 

categories; literary responses and non-literary responses. Non-literary responses were 

those that had to do with group processes; what language to use, what procedures to 

follow. Literary responses were those that connected to life experiences, thematic 

statements made by the children and expressions of personal opinion, to name a few. 

Findings indicate that young bilingual children participated in discussions where a wide 

range of literary talk was involved. 

Martinez-Roldan & Lopez-Robertson's (2000) study in my bilingual first grade 

classroom explored the question: Can bilingual first grade students think thoughtfully and 

critically about literature? Findings indicated that young bilingual learners are indeed 

capable of participating in discussions of literature where they must think critically and 

thoughtfully "if they have regular opportunities to engage with books from a transactional 

process" (p. 279). 

A study I conducted in my classroom (Lopez-Robertson, 2003) looked at the ability of 

first and second graders to recognize a social problem (poverty) and come up with ideas 

on how to alleviate the problem. Through literature discussions, these young bilingual 

students demonstrated their capacity to discuss critical issues and provide ideas for 

possible solutions to problems facing our society. 

The focal point of Sipe's (1998a) study was to determine if first or second graders had 

individual literary response styles. The 27 children in this study represented diverse 

racial and cultural backgrounds; African American, Native American, European 
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American and Appalachia. Sipe focused this study on four children and found that yes, 

"children have individually distinguishing literary response styles" (p. 79). Sally's chosen 

style was to reason and closely analyze what the others were saying, Charles was a 

predictor, Krissy suggested creative activities to follow the storybook read aloud and Jim 

was a reflective thinker. 

Sipe (1998b) looked at talk in three contexts; a teacher read aloud to the whole class, 

read alouds by Sipe with two groups of five children and one-to-one read alouds by Sipe 

and each of the ten children in the two groups. He looked at what constituted as literary 

understanding for first and second graders and found that the children's responses 

demonstrated their mastering the text or transcending the text and that children bring their 

own unique perspectives to understanding and interpreting a text. 

Sipe (2000a) investigated the intertextual connections made by first and second grade 

children during storybook read alouds. He found four types of uses of the intertextual 

connections made by the children: to interpret or analyze the story, to make 

generalizations about genre, to enter the book, play, perform, and to create new stories. 

He established that young children use the intertextual connections they make 

analytically and creatively in order to make meaning from the stories they read or are 

read. 

Sipe (2000b) wondered "what is the nature of the literary understanding of a class of 

first and second graders, as indicated by their verbal responses during storybook read 

alouds" (p. 252). In this study of first and second graders Sipe identified five facets of 

literaiy understanding: analytical, intertextual, personal, transparent, and performative. 
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He found that 2/3 of the children's conversational turns occurred during the reading of 

the story book and only 1/3 after the reading. Sipe's findings indicate that teachers 

should allow and encourage children to talk during storybook readings rather than wait 

until the book has been read to discuss the meanings and understandings the children are 

creating. 

Finally, Sipe (2002) looks at "expressive, performative engagemenf (p. 476) as a 

response to storybook read alouds. He presents five categories of 'expressive, 

performative engagement' ; dramatizing, talking back, critiquing/controlling, inserting, 

and taking over. Sipe suggests "it is important to emphasize and rehabilitate the idea of 

literary pleasure and playfulness" (p. 482) especially when there is such a "massive 

overemphasis on competencies and drills that threatens to reduce the act of reading (and 

literature) to a dull and leaden experience" (p. 482). 

Although Sipe's studies take place in non-bilingual classrooms, his work has greatly 

informed my understanding of the various literary response styles young children exhibit 

during literature discussions. These 'aspects of literary understanding" are analytical, 

intertextual, personal, transparent, and performative. They are discussed in detail in 

chapter four of this dissertation. 

The studies presented above indicate that literature discussions arc present in 

culturally diverse primary classrooms. However, only the studies conducted in my first 

and second grade classroom reflect primary bilingual classrooms where the language 

spoken in the discussion is Spanish and where learning English is not the ultimate goal of 

the literature discussion. In fact, Martinez-Roldan (2003) found, "no research on 
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literature discussions in bilingual classrooms can be found in recent reviews about 

research on response to literature" (p. 493). In an aim to fill the gap, her study examines 

the ways in which the personal experience narratives of a young Mexican girl 

"functioned as cultural tools that mediated her participation in literature discussions and 

the role of the context in mediating her production of narratives" (p. 493), 

In searching the literature on storytelling in the classroom, I came across several 

studies where storytelling is part of a classroom engagement leading to academic success; 

improved skills in reading and writing. Malo & Bullard (2000) outlined eleven skills the 

children can gain from listening to oral stories; the concept of story, the "many strands of 

plot" (p.4), vocabulary, and prediction skills, to name a few. They suggest that teachers 

make storytelling part of the classroom in an attempt to link the home and school; 

"Unifying home and school storytelling enriches the lives of all" (p. 16). 

Wilkinson (1994) suggests that students sharing stories are a means to develop their 

vocabulary. She suggests the teacher break the class up into heterogeneous cooperative 

learning groups and then present the vocabulary to the class. The students are to read the 

vocabulary words that have been written on the board and formulate a story based on the 

words presented by the teacher. 

Nelson (1989) stresses the use of storytelling as a "language experience" (p. 388), She 

believes that while children are listening to stories they call upon their own personal 

experiences and that they "take another step in their cognitive development into 

understanding metaphor on both a literary and personal level" (p. 389). This 
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understanding provides "a stepping stone to children's own dictation and story writing" 

(p. 389). 

Several studies are also available that include detailed steps to follow in order to learn 

the art of storytelling. Klor's (1991) suggests storytelling: "improves listening and 

thinking skills, focuses your audience's attention and concentration, generates interest in 

reading and using language and stimulates creativity" (p. 11). She recommends a few 

books to use with specific age groups and offers ideas on how to make people laugh 

through story telling. 

Hamilton & Weiss (1991) provide activities, instructions, and engagements to help 

children "choose, learn and tell their stories" (p. 27). Exercises that demonstrate how to 

incorporate basic storytelling techniques such as voice, facial expression, and gestures are 

presented. Luzadder (1991) believes children "gain listening, speaking and critical 

thinking skills, as well as sequencing, memory and inference skills" (p. 58) through 

storytelling. She provides a technique, the 'story-knife' way, to add "another dimension 

to storytelling" (p. 58). 

These articles focus on the use of storytelling as an aid to better children's reading and 

writing leading to greater academic success. However, no studies were found where the 

focal point of the study was to explore how children used stories about their lives in order 

to make sense of the literature they were discussing. 

Sipe (1998b) speculates. 

The broad questions of how culture and ethnicity influence response to literature and 
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what different uses indi viduals may make of shared sociocultural experience deserve 

more investigation, particularly in regard to young children. In this way, we may be 

able to understand better both the unique qualities of children's responses and the 

ways in which these responses reflect the multiple social worlds that nurture them 

(Bleich,1988). (p. 88) 

This dissertation investigates the use of story, a 'shared sociocultural experience', by five 

young Spanish-speaking girls as a means to gain an understanding of their lives and the 

literature they read and discuss during small group literature discussions. This study 

hopes to fill the gap within the professional literature and offer insight into the use of life 

stories by young children as they try to understand their lives and make meaning from 

books they discuss in small group literature discussions. 

Overview of the dissertation 

I organized the dissertation into six chapters. The introduction. Chapter 1, provides a 

broad theoretical grounding for the concept of story along with a review of the 

professional literature related to literature discussions and storytelling. The focus of the 

research on literature discussions is with young children since the study is about five 

second graders. 

The methodology undertaken for the organization of the study and the analysis of the 

data is explained in Chapter 2. This chapter also includes a section on the classroom 

curriculum which was a major part of the context for the study. 
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An analysis and discussion of the transcripts from all seven literature discussions 

related to research question number one. What stories do these Spanish-speaking girls 

bring from their lives to literature discussions?, is provided in Chapter 3. 

Las Ninas, Chapter 4, introduces the five girls who participated in the study through 

individual profiles. The profiles provide an overview of each girl's participation in all 

seven literature discussions. It was necessary to meet each girl as an individual before 

meeting them as a group member so as not to draw attention away from the issues they 

raised and discussed during the literature discussion. The research question guiding the 

profiles is. How do these girls use their stories to make sense of literature? 

The Case Studies, Chapter 5, presents the two books upon which the study focused. 

Friends From the Other Side/Amigos del otro lado (Anzaldua, 1993) and Radio Man 

(Dorros, 1993). An in depth case study of each discussion is presented along with maps 

that trace the origins of the stories the girls told and the connections they made to the 

books we were discussing. This chapter focuses on. How do these girls use their stories 

to make sense of literature? 

The conclusions and implications of this study are found in the final chapter, Chapter 

6. I organized the chapter around four themes, Stories as Academic Thinking, Stories as 

Windows into Children's Lives, Literature Discussions: Children as Critical Thinkers, 

and Mapping as a Tool for Analysis: Narrative Intertextual Analysis. The implications 

address educators; classroom teachers and teacher educators, policy makers and 

researchers. 
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Summary 

This chapter provided the background and overview of the study. The theoretical 

grounding of story was presented and focused on the theories of Coles (1989), Bruner 

(1989), Engei (1995) and Rosen (1984). The theoretical frame for response was provided 

and established around Rosenblatt's (1995) transactional theory though Bakhtin (1981), 

Vygotsky (1978), Dewey (1938) and Freire (1991) were also influential. Lastly, the 

research on literature discussions and storytelling was discussed. 
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CHAPTER 2 

METHODOLOGY 

This teacher research study grew from a desire to understand my students and the 

connections they were making through telling stories about their lives during our 

literature discussions. I wanted to see things from their point of view and I wanted them 

to be active participants in my research; to become my 'informants' (Hubbard & Power, 

1993). 

Cochran-Smith & Lytle (1993) define teacher research as "systematic, intentional 

inquiry by teachers about their own school and classroom work" (p. 23). Teacher 

research is systematic; there are "ordered ways of gathering and recording information (p. 

24). Teacher research is intentional; "an activity that is planned rather than spontaneous" 

(p. 24) and teacher research is inquiry; "[it] stems from or generates questions and 

reflects teachers' desires to make sense of their experiences" (p. 24). I would add that 

teacher research is rigorous. It involves reflection, commitment and honesty. Teacher 

research is also transformative. It informs practice, it empowers both teachers and 

students and it facilitates change. 

Fecho (2003) likens teacher research to telling a story; there are characters, a setting, a 

plot and like a story, only one view is presented. Me states. 

No matter how many perspectives I try to bring to my data of how many voices I 

include in the writing, my research remains only a slice, a section, one possibility' in 

the full story of my classroom and what occurs there, (p. 282} 
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The following is my story of five Spanish-speaking girls who share their life stories as 

they try to understand and make meaning of literature and of issues related to their lives. 

Their voices will be included in the study with the hope that their perspectives on these 

events are heard as well as mine. 

Research Context 

The study took place in my bilingual second grade classroom at Wyman Elementary 

School, a pseudonym. I decided to use a pseudonym for my school to protect the rights 

and privacy of the children and their families. Wyman is a PACE-Fifth grade school 

located on the south side of Tucson and is one of the Tucson Unified School District's 

largest schools. Wyman is a neighborhood school; most of the children live within 

walking distance of the school. Of the approximately 650 children who attend Wyman, 

about 8% are bussed in from other areas of the city; most of them participate in the 

Bilingual Gifted Program, the only one in the district. 

Wyman is a Title I school allocating a large portion of its federal funds for small class 

size in the primary grades, K-2; where class sizes should not exceed 22 children. Almost 

97% of the children receive free lunch and about 3% pay reduced lunch. Wyman School 

participates in the Extended Year Calendar; we begin school along with all of the other 

TUSD schools but at Thanksgiving are given a five week break until after the New Year. 

We are then in school until April when we are given a two and a half week break. We 

return to school alter Easter and remain in school until the end of June. 

I have been a bilingual teacher at Wyman for ten years and have taught grades one 

through three. At the time of the study, I was teaching bilingual second grade. The 
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children leam to read and write in their primary language and all are expected to speak 

and understand their second language, although more pressure is placed upon the Spanish 

dominant to leam English. Language dominance is determined by the parents' responses 

to the following three questions at the time of registration: 

1. What language did your child first speak? 

2. What is the primary language spoken at home? 

3. What language does your child primarily speak at home? 

Arizona Proposition 203 attempted to do away with bilingual education, however after 

it became law, TLJSD was able to maintain the bilingual programs in some of its schools. 

The Language Assessment Survey or LAS is administered to every child after registration 

to determine whether or not they qualify for participation in the bilingual program. A 

score of a 4 on the LAS guarantees the child's placement in the bilingual classroom. 

Scores of 0-3 place the child in a Structured English Immersion (SEI) classroom where 

they remain until they achieve a 4 on the LAS. Once the children attain a score of 4 on 

the LAS, their parents may move them to a bilingual classroom. 

Parents are also able to petition the district to have their child placed in a bilingual 

classroom regardless of the LAS score. The parents must write a 250-word essay 

describing how detrimental it is for their child to be in an SEI classroom; saying it is 

mentally and/or emotionally harmful for their child to be in an English Only classroom. 

The school principal must sign these waivers and the Superintendent gives final approval. 

The law also stipulates that children 10 years of age or older are guaranteed placement in 

a bilingual classroom regardless of their score on the LAS. 
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Our classroom (see Figure 2.1) is located in the older part of the building, built 

sometime in the 1930's. As you walk into the classroom, one of the first things you notice 

is the large cage located on our back counter; this is Iggy's cage. Iggy is our class pet; a 

female iguana that came to our classroom measuring only five inches and weighing 

almost five pounds. Six years later, she now measures about 46 inches, weighs about 

eighteen pounds, has lain eggs twice and has outgrown two cages. 

The classroom is full of books, available in both Spanish and English. Baskets, bins 

and bookcases full of books, large and small, surround both rug areas. There are two rug 

areas in the classroom; one is located in front of Iggy's cage, on one side it is bordered by 

a metal file cabinet with baskets of magnetic letters and numbers next to it and on the 

other end a bookcase. El teatro Iggy, a puppet theatre, built by the children a few years 

ago can be found next to the file cabinet along with two hanging racks overflowing with 

books on tape. 

The larger rug area is in the front of the room and serves as the main meeting area. 

This is a very comfortable area; there is a rocking chair, an author's chair, a sofa, and 

pillows. Here the children begin and end the day, listen to stories read by the teacher and 

fellow classmates, share their writing pieces created during Writer's Workshop and tell 

stories during Sharing Time. An audio cassette player, two big book racks, listening 

center and baskets of books line the area. There are a total of four listening areas; audio 

and/or CD players, located in the classroom. In this classroom there is no single area 

designated as the classroom library, the entire classroom is the library. 
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Figure 2.1 Map of the classroom. 
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The Participants 

Although the study took place in my classroom and all of the children participated in 

the literature discussions, the study focused on five children. These children were 

selected by purposeful sampling. Merriam (2001) defines purposeful sampling, "the 

investigator wants to discover, understand, and gain insight and therefore must select a 

sample from which the most can be learned" (p. 61). These children were selected 

because I felt I could learn the most from them. They also met the following criteria for 

participation in the study; 

1. Children whose primaiy language is Spanish, 

2. Children who cormect to the literature through talk about their lives and 

3. Children who are female. 

I established these criteria because 1 was looking at the use of stor}' and life 

experiences as a way to make connections and meaning from the books we discussed. 

Specifically, the questions guiding my research were; 

1. What stories do these Spanish-speaking girls bring from their lives to literature 

discussions and 

2. How do these girls use their stories to make sense of literature? 

I needed children who were making connections to the literature through talk about their 

lives, because that is what I was investigating. I specifically chose Spanish-speaking 

girls because of the lack of existing studies containing females and specifically young 

Spanish-speaking females. 
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Once I selected the five girls, I sent a note home to their parents briefly explaining 

what I was hoping to accomplish in the study with the girls. This note also included an 

invitation for the girls and their parents to attend an informational meeting where I would 

explain my study in detail and answer their questions. A week after sending the note 

home, I met with the five girls and their mothers after school for about an hour. During 

the meeting the mothers expressed great interest in their daughters participating in the 

study. Several of them commented how significant it was for their daughters to be a part 

of a dissertation study that focused on Spanish-speaking children '^especialmente en estos 

tiempos cuando no quieren que los nihos hablen espahol en la escuela "/especially at 

times like these when they don't want the children speaking Spanish in school" (Shayla's 

mother, March 2003). 

I explained my plans for the literature discussions in school and described the 

expectations for the home connection at length (these are explained in detail later in this 

chapter). I answered all questions and ended the meeting by giving the mothers a packet 

of handouts containing all the information we had discussed and asking them to call me 

with any questions. I also explained the permission forms and reminded them that the 

decision to have their daughters participate in the study was up to them and they by no 

means had to participate. The following day 1 received all five consent forms signed! 

The five girls are presented in individual profiles in Chapter 3. All of the girls were 

second graders in my classroom at the time of the study and all are first generation 

Mexican-Americans. 
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Curriculum 

Our classroom is made up of eighteen children; nine boys and nine girls. Nine of the 

children are Spanish dominant and nine are English dominant. Language dominance is 

determined according to the criteria set by the school district as explained above. I 

believe in building on the strengths the children bring to the classroom and one of the 

strengths I see is their native language. Consequently, I strongly support maintenance 

bilingual education, meaning that I take an additive view of bilingualism. Additive 

bilingualism means that the children add a foreign language without the fear of native 

language loss. Research demonstrates that children participating in additive bilingual 

programs develop academic strategies and English language proficiency most 

successfully when they are allowed to develop their first language (Crawford, 1999; 

Cummins, 1996; Hubbard & Shorey, 2003; Krashen, 1996) as opposed to being fully 

immersed in the second language. 

In the classroom we speak both languages ail day, although the children receive 

formal instruction in the content areas (reading, writing, math and science) in their 

dominant language. Children learning in the content areas in their native language will 

be able to demonstrate that same content area knowledge in their second language 

(Cummins, 1987), provided they have had ample time to develop their native language 

due to the transferability of language at the global level (Hakuta, 1990). Throughout the 

day while we are speaking with each other, I address the children in the language in 

which they address me and encourage them to do the .same when talking with each other. 
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If the children see that someone is having difficulty in their second language, they help 

each other. 

The language arts block took place daily from 9:00-11; 15 a.m. During the block the 

children were involved in a variety of language experiences; DEAR (Drop Everything 

and Read), Guided Reading, Shared Reading and Writing and Writer's Workshop. 

Afternoons were spent on theme work that included Math, Science, Outdoor Learning, 

Art and visits to the school Libraiy. English and Spanish as a Second Language (ESL & 

SSL) classes were also scheduled at this time because the school supports FLES (Foreign 

Language in the Elementary School). Visits to the public library on the city bus occurred 

about every three weeks. While these are all integral parts of my curriculum, this study 

specifically looked at the small group literature discussions that took place weekly. 

During the spring trimester of 2003 the class was involved in a study of Migrant Farm 

Workers. Towards the end of the second trimester in early April, several children had 

expressed interest in Cesar Chavez after they had checked out library books and 

commented on the stamp that had been issued. While brainstorming ideas of what unit of 

study we would pursue in the spring, Cesar Chavez's name was offered along with 

dinosaurs, pets, weather, zoo animals, and rockets, to name a few. 

I listed all of their suggestions on a large piece of butcher paper as they sat on the rug. 

When all of the suggestions had been made, I asked the children to select their top five 

choices from the list we had just generated and write those five on a sheet of paper at 

their tables. They were to return to the rug area when they had their list written. Once at 

the rug area, the children then took turns reading their selections while I made tally marks 
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next to their choices. We decided to cross out any topics with five or fewer tally marks. I 

then asked the children to make a list of their top three choices from those remaining. 

Again they returned to the rug area and read off their lists. Once more I crossed out any 

topics with five or fewer tally marks and asked the children to make one selection from 

the items remaining on the list. 

This final round of voting brought us to a tie between Cesar Chavez and weather. 

Since the district was sending out a weather kit in the spring, I informed the children that 

weather would certainly be an option. Some children became very upset because it 

appeared we would not be studying Cesar Chavez. When I asked them if they wished to 

do both, I got a resounding 'yes'! 

Upon returning to school in late April after our intersession break, we began our study 

of migrant farm workers by examining several books about Cesar Chavez specifically 

and migrant workers in general. During our daily read aloud I read from The Circuit 

(Jimenez, 1999) and Breaking Through (Jimenez, 2002). Some of the other titles we read 

were; Harvesting Hope: The Story of Cesar Chavez (Knill, 2003), My Diary From Here 

to There/Mi diario de aqui a alia (Perez, 2000) Voices From the Fields: Children of 

Migrant Workers Tell Their Stories{Atkm, 1993), and First Day In Grapes (Perez, 2002). 

During the spring trimester our class experiences all focused on migrant workers in 

some capacity; our FOBS Kit, weather, worked in nicely with the unit on migrant workers 

as the children learned how weather affected the workers, in art classes the children 

created murals, dioramas, and other works of art depicting migrant workers. During math 

we calculated how much money a typical migrant worker earned based on the 
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information we read in the books and discussed this amount versus the cost of food, gas, 

clothing, and shelter for an average family. 

We had several guest speakers come in and share stories of their lives as migrant 

workers; our Family Support Liaison and her sister came to our class and shared a skit 

they created based on their life experiences and later answered questions. Dr. Richard 

Ruiz of the University of Arizona spent some time with us as he shared his story, 

photographs and also answered several questions posed by the children. This dissertation 

study, therefore, was contextually located within this larger study of migrant farm 

workers. 

Small group literature discussions were a vital piece of the classroom study of migrant 

workers because the children brought their questions, concerns, opinions, and 

understandings of what they were learning about migrant workers into the discussions. 

While this study focused on five Spanish-speaking girls, all of the children in the 

classroom participated in the literature discussions. The discussions took place on 

Thursday and Friday mornings during the Language Arts block. I read aloud the 

literature discussion book in English and Spanish on the Monday and Tuesday before the 

discussion group, that way I was assured that every child heard the book at least once 

before we discussed it. 

On Monday the books were sent home in the child's dominant language (a Spanish-

speaking child took home a Spanish book) along with a journal and post-its in a large zip-

lock bag with a note explaining the assignment. That evening, the children read the book 

and discussed any questions and shared ideas they had with the adult with whom they 
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read the book. The adult could be a parent, an older sibling, an aunt, uncle, or 

grandparent; any adult they felt comfortable doing their homework with. In the event an 

adult was not available I would read the book with the child in school the following day 

(this happened only once during the time of the study). Tuesday night they continued to 

read and discuss the book, this time noting at least three parts in the book that were 

significant to them; they then placed a post it on each of these sections. The post-its were 

placed on parts of the books they had questions about, made a connection with, were 

unclear about, found a connection to something that had happened in their lives, or 

simply a part they wished to share. 

On Wednesday night both the children and the adult with whom they shared the book 

wrote a response to the book in a journal; children and parents alike wrote in their 

dominant language. (Most of the children in the classroom worked with a different adult, 

while the girls in the study worked exclusively with their mothers.) Because I asked the 

parents to participate in the study by reading and discussing the books at home with their 

children, I wanted to give priority to their voices and what they thought about the books 

and issues raised in their home discussions. Jennings & O'Keefe (2002) believe, 

"Family dialogues like these can help build the foundational knowledge and 

communication skills children will need to continue to interrogate social inequality and to 

take action toward meaningful changes" (p. 414). Because the books contained issues 

that had affected some of the families, they were able to discuss these issues with their 

children in a safe environment. In return the children became part of the familial 

communication network learning about issues that were touching their families. 
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I believe in the power of the "family as educator" (Taylor & Dorsey-Gaines, 1988, p. 

xvii) and consequently I invited all of the parents and/or other family members to read 

and discuss these books with their children at home before we did so at school. Even 

families "whose households are usually viewed as being "poor", not only economically 

but in terms of the quality of experiences for the child" (Moll, Amanti, Neff & Gonzalez, 

1992, p. 132) have a lot to offer their children. 

Parents and family are a child's first teacher and life long learning panner (Klassen-

Endrizzi, 2004). Sharing in their child's learning process allows the parents to see that 

learning doesn't take place only in school; it is a partnership between the home and 

school (Klassen-Endrizzi, 2004; Nieto, 1999; Taylor & Dorsey-Gaines, 1988 Valdes, 

1996). By honoring and encouraging the parents' thoughts and connections during these 

in-home discussions about literature, they are more likely to see this partnership. 

Thursday morning the entire class met for a whole class literature discussion that was 

conducted in Spanish and English. Following the whole class discussion, a small group 

of four to five children and I sat around the audiotape recorder at the main rug area while 

the other children went to their tables and worked on illustrated and written responses to 

the book. The children were asked to think about the following questions while creating 

their individual responses; 

• What did the book make you think of, 

• What did the book mean to you, 

• Did it remind you of anything that has happened to you or someone you know 

and, 
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• What connections are you making to your life or other books we have read? 

The small group literature discussions took place at the rug area or at one of the tables. 

These small group discussions were always conducted according to the children's 

dominant language; English dominant children participated in English discussions and, 

likewise, the Spanish-speaking children in Spanish discussions. The rationale for 

conducting the discussions according to language stems from my belief that it is more 

significant for children to share their ideas, thoughts and understandings of critical issues 

such as racism, in their first language because it is the language in which they discussed 

the book at home. Also because, as stated above, I believe that there is a strong 

conncction between the teaching and learning that occurs in the home and the teaching 

and learning in school. Furthermore, I believe that if 1 do not encourage children to 

communicate in their dominant language at school, I am in effect tearing away at their 

souls (Nieto, 1999), devaluing them as people and silencing their ability to speak from 

the heart. 

During the small group literature discussion, the children shared the three parts they 

identified at home with the post-its as starting points for the discussion. Sometimes the 

children wrote notes on the post-it so they wouldn't forget what they wanted to share 

with the group. While the discussion took place, I took field notes and participated in the 

discussion as a group member. That afternoon after lunch, once all of the children had 

completed their written and illustrated responses, we all met at the main rug area to listen 

to and share the responses. 
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On Friday morning, another group of four to five children met to discuss the same 

book. This time while we were in the discussion group the rest of the class was working 

on reading or writing projects. The literature discussion books we read were placed in a 

basket labeled "Literature Discussion Books" and were added to the rug area along with 

the other book baskets. 

Because my class size was so small, I was able to have two groups made up of five 

children and two groups of four. I met with two groups on Thursday morning and the 

other two groups on Friday morning. The five girls in this study were one of the groups 

that met on Thursday morning. This structure remained intact throughout the entire 

spring trimester. 

Data Collection 

This study was phenonienological in that I wanted to understand how the children 

created meaning from the books we read and discussed and how their individual 

experiences shaped their understandings. I was seeking to "understand the deep meaning 

of [the] individual's experiences and how he or she articulates these experiences" 

(Rossman & Railis, 1998, p. 72). 

However, the study was also narrative research. Rossman and Railis (1998) write, 

"Narrative research focuses on the structure and content of stories people tell that help 

them make sense of their lived experiences" (p. 73). I analyzed five children's responses 

to literature that contained their stories as they tried to make sense of their world. Given 

the research context, 1 collected the data through a range of strategies. 
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Data gathering methods for the study included audio taped literature discussions, 

transcriptions of the discussions, participant observation notes (during discussions), notes 

in a teacher journal (throughout the study), the children's written and illustrated 

responses to the literature, and informal individual interviews with the children (see 

Table 2.1). 

Data Source Primary Secondary 

Audio tapes of discussions X 

Transcriptions X 

Field Notes X 

Teacher's Journal X 

Children's written and illus. 
'responses 

X 

Interviews with children X 

Table 2.1 Data Collection Sources 

Audio tapes and transcripts of literature discussions 

The literature discussions with the five girls took place weekly, beginning the week of 

April 22nd and ending the last week in June for a total of seven discussions. 1 audio 

taped and transcribed all seven of the literature discussions. The transcripts served as the 

primary data sources for this study. All discussions were conducted exclusively in 

Spanish and the girls were aware they were being audio taped (the two tape recorders sat 

on the tables at all times during our discussions). 
i. 

Field Notes 
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I took field notes during the literature discussions as I was participating as a member 

of the discussion group. I took notes on the girls' use of story as a way to make 

connections between their lives and the text. I took notes on what the child shared, the 

responses made by the other children and any questions I had for the child about the story 

she told. This served as a primary data source in combination with the audio tape and 

transcript data. 

Teacher journal 

These were more broadly-based notes I took during the school day throughout the 

study. The notes focused on the five girls selected for participation in the study. The 

teacher journal included notes about how the girls were participating in whole class 

discussions, and how they were feeling on particular days and so served to contextualize 

the transcript data. These notes added to the discussion data in several ways; noting the 

way a child was feeling or her mood informed my views of her participation in the 

discussion; if the child was feeling ill, she may not have been as talkative or there may 

have been something going on at home that affected her participation in the discussion. 

These notes were taken during lunch time and/or after school when I had time to reflect 

on the school day. These notes served as a secondary data source. 

Children's Written and Illustrated Responses 

The children responded to the story in writing and drawing as well as orally in 

Spanish. These written and illustrated responses were made after each book had been 

discussed. The responses were used to provide a more complete picture of each child. 
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Their written and illustrated responses were looked at alongside their oral responses to 

see if there were any patterns in the responses. These served as secondary data sources. 

Interviews with the children 

Informal interviews with the children took place within a week of each discussion. 

The main reason for these interviews was to insure that I captured the true essence of 

what the child shared rather than simply my interpretation. Notes were taken during 

these interviews and were kept in the teacher's journal. The interviews served as a 

member check and a secondary data source. 

Data Analysis 

In order to familiarize myself with the data, I listened to the audio tape of each 

discussion to get an overall feel for the discussion and the interactions before 

transcribing. Once the discussions were transcribed, I listened to each tape and read the 

transcript while taking notes on patterns, questions, recurring ideas, and themes. From 

these notes I began to develop categories, themes and patterns. Coding of the categories, 

themes and patterns took place over time; initially as I listened to the tape and read the 

transcript and again when I refined, deleted or added new categories. The analysis 

procedures for both of the research questions began as stated above; however, subsequent 

analysis for the individual question followed different procedures. 

Data analysis research question one 

What stories do these Spanish-speaking girls bring from their lives to literature 

discussions? 
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I made eight sets of all seven discussion transcripts; set one was kept complete for 

question number one and transcript set two was kept intact for question number two. 

Each girl had a complete set of discussion transcripts (sets three through seven) and the 

last transcript set was cut apart in order to move the stories in and out of categories with 

ease. Complete transcript sets for the two research questions were placed in a three ring 

binder and labeled accordingly and each girl's transcript set was placed in a folder and 

put away for later use. 

After reading and listening to each transcript as a whole a few times, I made notes in 

the margins regarding the stories told by the girls. I looked at my participant observation 

notes and teacher's journal periodically to determine if a particular story jogged a 

memory and triggered a connection for me. Once all of the transcripts were read and 

notes were made in the margins, I then went through each discussion and cut out the 

stories. I glued each story onto an index card and numbered them in sequential order for 

each transcript (i.e. RM#1= Radio Man story number 1). Next, I placed all of the cards 

into one large stack. From that stack I read each card one by one and placed them into 

piles where the themes were similar. 1 read through the cards after they were all 

separated into the different piles and re-arranged a few of the cards. From these piles I 

created ten initial categories. 

Once I placed all of the cards into their category stacks, I left them for a day so that I 

could come back to the data with fresh eyes. When 1 returned to the data, I took apart the 

existing categories and once again placed all of the cards into one giant pile. Again I read 

each card one by one and created a fresh sort. Since 1 had taken so much time with the 
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cards during the first round, it was difficult at first to stay away from the original 

categories as 1 sought to create new ones. Some of the categories remained the same and 

several were collapsed to create completely new ones. 

The major data sources for the analysis of question one were the transcripts of all 

seven of the literature discussions and the participant observation notes, a secondary 

source was the teacher's journal. 

Data analysis research question two 

How do these girls use their stories to make sense of literature? 

Using the complete transcript set, I read each transcript through first without taking 

notes; the second time I highlighted each girls' story (I assigned each girl a different 

color); the third time I made notes in the margins when each story sequence began and 

ended; the fourth time I made specific notes in my notebook summarizing what the story 

was about, and what, in the particular discussion, the story the girl told is related to and 

the specific page in the transcript where the storv' connected. 

After reading through my notes, I decided to concentrate my analysis on two of the 

discussions. These two discussions were chosen by theoretical sampling. Purposeful 

sampling usually occurs before the data is collected (see page six of this dissertation for 

an explanation of how the five girls were selected for this study by purposeful sampling) 

whereas theoretical sampling, explains Merriam (2001), "is done in conjunction with data 

collection" (p. 66). The data which is gathered "leads the investigator... (and is] an 

evolving process guided by the emerging theory" (Merriam, 2001, p. 64). 
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1 selected these two discussions by theoretical sampling using the following criteria: 

discussions in which all five girls were present, discussions that were longer, discussions 

that were "information rich" (Merriam, 2001, p. 61) and discussions where the girls were 

all actively involved either by listening, sharing stories or asking each other questions. I 

selected Friends From the Other Side/Amigos del otro lado (Anzaldua, 1993) which took 

place on May 29, 2003 and Radio Man (Dorros, 1993) which took place on June 5, 2003. 

These two discussions, Friends From the Other Side/Amigos del otro lado (Anzaldua, 

1993) and Radio Man (Dorros, 1993) will be presented as individual case studies in this 

dissertation. A case study design was chosen because, as a qualitative teacher researcher, 

1 am "interested in insight, discovery, and interpretation rather than hypothesis testing" 

(Merriam, 2001, p. 29). The case study was also appealing to me because it allowed me 

to concentrate on a single event (the individual literature discussion) and "uncover the 

interaction of significant factors characteristic of the phenomenon" (Merriam, 2001, p. 

29). A case study design Merriam (2001) explains, "is particularly suited to situations 

where it is impossible to separate the phenomenon's variables from their context" (p. 29). 

These literature discussions are such situations. 

While reading through the transcripts of the discussion of Friends From the Other 

Side/Amigos del otro lado I wondered what the girls were making connections to since 

some of their stories seemed so unrelated to the book. 1 took initial notes in my notebook 

and decided to make a map of all the stories 1 had identified in this discussion and to 

organize them because I still wasn't sure what I was looking at (See Figure 2.2). I also 

found it difficult to follow the discussion in page after page of transcript. The linear 
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organization of the transcript wasn't providing me with the view of the data 1 felt I 

needed and as a result I created the Narrative Intertextual Analysis (NIA) maps. (These 

NIA maps are discussed in detail in chapter five.) 

I Jo , 
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Figure 2.2 Map One: Friends From the Other Side 

I made a second NIA map which helped me see their connections even more clearly 

(see Figure 2.3). This second map spread over two 8 Vi by 11 sheets of paper, making it 

easier for me to see the intricacies of the discussion. I highlighted the girls' stories with 

the colors I had previously assigned; this helped me see at a glance who was doing the 

talking. 
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Figure 2.3 Map Two: Friends From the Other Side 

I still wasn't satisfied with the NIA maps because I couldn't see the life-to-text 

connectioas (Cochran-Smith, 1984) the giris were making. I created another NIA map 

which spread over four 8 Vz by 11 sheets of paper and formed one large square to bring it 

ail together for me; 1 mapped out the words in the book and alongside wrote a brief 

description of the illustrations. On the right hand side of the paper was the NIA map that 

connected the girls' stories to the illustrations and/or text in the book. 

Studying these three NIA maps and reading the notes in my analysis notebook and my 

teacher's journal helped me create initial categories along with further maps to explore 

the connections the girls were making with their stories. These further NIA maps were 
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created using the computer program Inspiration 7.1 followed similar analysis procedures 

for the analysis of both case studies. 

Included in the analysis of both case studies were informal interviews with the girls, 

either individually or in the group; I wanted to be certain 1 was understanding things as 

they wanted me to and not interpreting them to mean something else. Periodically 1 

would look at their written and illustrated responses to see if there was a connection 

between what they were talking about and what they had written and drawn. The 

transcripts, field notes, the original and subsequent maps, created using the Inspiration 7 

program, served as primary data in the analysis of question number two. 

Another aspect of the analysis for question number two included the individual 

profiles of the five girls. A profile, as defined by Merriam-Webster (2004), is 

• A set of data often in graphic form portraying the significant features of 

something (in the case of this study of someone ) and 

• A concise biographical sketch. 

I wanted to introduce the girls as individuals before examining the group discussions to 

present a picture of each girl's 'significant features' in an attempt to offer an explanation 

of what made each girl an entity in and of herself These profiles present a picture of the 

girls as participants across all seven literature discussions. 

In creating the profiles, I read through each girl's complete transcript set (the 

transcripts of all seven literature discussions) independent of the others. The first time 1 

simply highlighted their stories, the second time I read through the transcript and took 

notes in the margins of the transcript on any recurring patterns or themes that emerged in 
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their questions or stories. The third time, I took additional notes in my analysis notebook 

of any connections I noticed across all seven discussions. I then reread all of the notes 

and found it helpful to create categories. These categories were based on the stories, 

questions and participation style of each individual girl in each of the seven discussions. 

I created the categories as a way to provide me with a fuller picture of each of the girl's 

participation throughout all the discussions. Because each girl's participation was 

different, the categories that were created are as individual the girls. The categories were 

created as a way to help me organize my thinking about each girl's diverse participation 

style in our literature discussions. 

I then created an outline for the profiles in order to provide a consistent frame 

throughout all of the profiles; each girl is introduced as a family member, each girl as a 

participant in the classroom context, the girl's participation style in the literature 

discussions and finally, a discussion of the findings of each individual profile. The 

transcripts and the notes served as the primary data sources for the profiles. 

Trustworthiness 

Rossman & Rail is (1998) discuss several approaches that help "establish the truth 

claims of qualitative research" (p. 45). The first is to "design a study so that the data are 

gathered over a period of time or intensively rather than in a one-shot manner" (p. 45). 

The data for this dissertation was gathered in a concentrated period of time within the 

boundaries of my bilingual second grade classroom. 

The second approach they discuss is "member checks" (p. 45). Member checks were 

conducted with the children periodically to ensure that 1 understood what they were 
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saying and to check my interpretations with them. 1 also included their parents in the 

member checks to verify initial patterns and interpretations I was making about their 

child's use of life experiences and story to help them make sense of the literature. 

The third approach is "designing the study as participatory or action research from 

beginning to end, thereby ensuring that the truth value of what you discover and report is 

intimately linked to participants' understandings" (p.45). The children were active 

participants throughout the data collection period and each was periodically interviewed 

to be certain I understood what they were sharing and also to be certain they knew what 

the study was about. 

Triangulation is the fourth approach Rossman and Rallis discuss as drawing from 

"several data sources, methods, investigators, or theories" (p. 45). I used several different 

data sources; the audio taped discussions, the complete transcription of each of the 

discussions, member checks, the girls' written and illustrated responses, the informal 

interviews with the girls and debriefing with colleagues and advisors. 

Rossman & Rallis (1998) conclude the section, "Contextualizing your findings to the 

specific setting and participants also tells the readers that your conclusions are bounded 

by time and space" (p. 46). The study has been contextualized to my specific classroom; 

the sections on research context and curriculum specifically address the environment in 

which this study took place. 

Summary 

In this chapter 1 described this study as a teacher-research study that grew from a 

desire to understand my students, and the connections they were making through telling 
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stories about their lives during our literature discussions. I presented the research 

context, Wyman Elementary School, broadly and included an explanation of how the 

children are placed in a bilingual classroom. 1 then specifically presented my bilingual 

second grade classroom. 

Following this description, participant selection is discussed. The curriculum is then 

presented providing an understanding of how this dissertation study was contcxtually 

located within the larger classroom unit of study, migrant farm workers. The data 

collection and analysis sections follow with an explanation of the case study design, the 

use of the Inspiration 7 program, and the profiles of the five girls. The chapter concluded 

with the section on Trustworthiness. 
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CHAPTER THREE 

The Girl's Stories and Life Experiences 

This chapter provides an analysis and discussion of the transcripts from all seven 

literature discussions related to research question number one. This research question 

focused on: what stories do these Spanish-speaking girls bring from their lives to 

literature discussions? 

"iii/a pdgina me recordo cmndo/l his page reminded me when" is one of the ways 

the girls in the study often began their stories and shared their life experiences with the 

group during our literature discussions. From these story beginnings, the girls bridged 

time and connected their stories to the present and shared some of their most powerful 

experiences and recollections as they sought to make meaning from the books we were 

discussing. 

The books chosen for our literature discussions during the spring trimester 2003, 

Tommy la senora de la biblioteca (Mora, 1997), La mariposa (Jimenez, 1998), El 

camino de Amelia (Altman, 1993), Friends From the Other Side/Amigos del otro lado 

(Anzaldua, 1993), Radio Man (Dorros, 1993), El canto de laspalomas (Herrera, 1995), 

and Pablo and Pimienta/Pablo y Pimienta (Covault, 1994) were selected because of their 

relation to our classroom unit of study, migrant farm workers. The girls made 

connections to the books based on personal life experiences or on retellings of family 

members' life experiences that were related to the issues raised by the text or issues 

brought up in our discussions. 

Sipe (1998) discussing reader-response theories considers. 
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they [reader-response theories] share the common assumption that a reader's past 

life experiences, culture, and transactions with literature act as a lens through 

which the reader experiences, interprets, and understands text. Rather than 

finding meaning in text, readers actively construct meaningtext; thus each 

reader's construction differs, (p. 76) 

The girls in this study shared their life experiences and stories as a way to make meaning 

from the texts we discussed in our literature discussions. They brought their past life 

experiences to the discussions and made a bridge connecting them to the present where 

we were able to negotiate a shared understanding of the book. 

The analysis was guided by the research question: What stories do these Spanish-

speaking girls bring from their lives to literature discussions? There were a total of 

seven literature discussions and all of the girls but one, Cecilia, participated in all of the 

discussions. Cecilia was only present for two of the discussions, Friends From the Other 

Side/Amigos del afro /ado and Radio Man. For this research question, I analyzed all 

seven discussions. Pseudonyms were used for the girls to protect their privacy and their 

families. Some identifying characteristics have also been altered so as to make 

identification difficult. 

In analyzing the data, I read through the complete set of seven transcripts once without 

taking any written notes. The second time I read through the transcripts, I took notes in 

the margins and identified the stories. The third time I went through the transcripts and 

cut out all the stories I had labeled. I glued them on an index card and labeled them 

according to the discussion they came from (i.e. Tomds-1). This helped me keep track of 
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which book the stories the girls told came from. Using the story cards I sorted them into 

piles based on the types of stories. Initial categories included; Stories They've Lived, 

Stories They've Been Told, Memories and Border Knowledge. I then left the data for a 

day so that I could come back to it with fresh eyes. Upon returning to the data, I put all 

the story cards together in one pile and did another sort. I collapsed some categories and 

created some new ones. 

I formed five categories to examine the girls' contributions in the literature 

discussions: Family Stories, Cuentitos de mi (Stories about Me), Border Issues, La Migra 

(The Border Patrol), and Los Puehlitos (The Towns). These categories reflect the major 

topics discussed by the girls. Three of the categories are separated into sub-categories; 

Family Stories is separated into two sub-categories; Sibling Stories and Stories about 

Other Family Members. The category of Border Issues contains the sub-categories of 

Border Knowledge and Separated from Family. Finally, La Migra is separated into; 

Running from La Migra and Caught by La Migra. In the sections that follow, I present 

the findings from the analysis of the data for each category. 

Family Stories 

Family Stories is separated into two sub-categories; Sibling Stories and Stories about 

Other Family Members. In Family Stories the girls share stories about events that have 

happened to members of their families. There were discussions of the usual sibling 

arguments, fights the siblings had with other children, children being burned as a result of 

not listening to their parents, uncles and cousins in prison and of spending time with 

family, doing homework together, and visiting the public library. 
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Sibling Stories 

The subcategory of Sibling Stories includes stories where the girls are talking about 

things their siblings have done either to them or to someone else. The girls either told the 

story as a personal experience or as a retelling of an experience they've heard or been 

told about. 

During a discussion of Friends From the Other Side/Amigos del otro lado (Anzaldua, 

1993), Kati turns to the page at the beginning of the book where the barrio boys are 

picking on Joaquin and shares the story of her sister, a middle school student, getting into 

a light with another girl. She begins by reminding us her sister goes to Washington, the 

middle school down the street from our school, and tells us her sister was involved in a 

fight with another girl while at school one day. The girl grabbed her sister by the neck 

and broke the gold chain she was wearing. Kati shares that her sister was innocent, "y mi 

hermana, namas porque se estaba sentando con el novio de la nifia porque eran amigos 

ellos/ and my sister, she was Just sitting with the girls' boyfriend because they 're 

friends." 

Kati goes on to explain that the girl was taunting her sister and she just couldn't take it 

anymore and that's when the fight began. Eventually the school called Kati's mother and 

she had to go pick up her sister. Kati ends the story by telling us that her sister also broke 

the girl's gold chain and that "mi mama se enojo con mi hermana porque le arrancaron la 

cadena my mother got mad at my sister because her chain got ripped ofp' 

The life experience shared by Kati wasn't a personal life experience; it was a retelling 

of an event her sister lived through. Engel (1995) believes, "Children, like adults, want . 
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to tell stories about exciting things that have happened to them" (p. 98). I believe Kati 

wanted to share an account of an exciting personal experience that was related to the part 

book. When she couldn't find such an event in her own life, she shared an exciting event 

her sister experienced. 

Family Stories about Other Family Members 

This sub category includes stories about other family members who are not siblings. 

While discussing Calling the Doves (Herrera, 1995), we came to the page where the 

author is talking about his mother, a healer who would recommend and create home 

remedies for any ailments the family or any neighbors had. The girls shared a few of the 

home remedies they knew: sliced raw potatoes on the forehead to alleviate a fever, 

tomato sauce for bums and rotten eggs for any number of ailments. 

Gabrieia shares a rather long story of an incident that occurred at her home involving 

her nana. Although this incident doesn't necessarily include home remedies, for Gabrieia 

the connection was clear. Before beginning the story, Gabrieia responds to Jomaira's 

commentary about the foods a diabetic should stay away from and informs Jomaira that 

her nana is not a diabetic. Gabriela's story is about her nana, her father's mother, and the 

situation the family encounters as a result of her nana eating pizza. 

Mi nana Carmen, la mama de mi papa, pues comio de esa pizza, ya cuando era las 
ocho de la noche, le empezo a dar un dolor bien feo aqui en el corazon. Y estaba, 
estaba mi tata, porque mi tata, el papa de mi papa esta aili tambien, y, um, y, um 
desde estaban todos preocupados porque mi nana estaba a punto de morirse. 
Bueno porque se la llevaron a la clinica, y no la quisieron atender y estaba pues 
muerase, poquito, poquito mi nana hasta que se la llevaron, alia, ^Sabe la que me 
viene a recoger, y me lleva y todo eso? La mama de ella es una enfermera y la 
ilevo a su, a su um, a su clinica, alii la atendieron muy bien, y salio bien de todo 
eso, y lo mismo le paso a mi mama. 
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My father ordered a pizza and my nana Carmen, my dad's mother, well she ate 
some of that pizza, and when it was like eight o 'clock that night, she began to 
have a great ugly pain here, in her heart. And there was, my tata was, because 
my tata, my dad's father is here too, and um, and, um, like we were all worried 
because my nana was about to die. Well then, they took her to the clinic, and they 
didn't want to attend to her and she was dying, little by little, my nana until they 
took her. You know the girl who comes to pick me up from school and brings me? 
Well her mom is a nurse and she took her, to her, to her, clinic and there they 
took good care of her, and she came out just fine from all of that. The same thing 
happened to my mom. 

Applebee (1978) believes young children Gabriela's age, children at the concrete 

operations stage, are not yet ready to think analytically or abstractly. I offer this instance 

to support my stance that young children are indeed capable of and do think analytically 

and abstractly. As stated above, the page in the book Gabriela connected to was the one 

in which the author is talking about his mother's role as a healer, a curandera. Gabriela's 

story doesn't explicitly mention a healer or home remedies; it does, however, include an 

event that happened to a curandera; Gabriela's nana Carmen is a curandera. 

Gabriela's story meets all of Bruner's (1989) requirements for a narrative. There is a 

sequence, a plot, a sequence that creates meaning, and a high point; it makes a definite 

distinction between the usual and unusual; and it certainly directs attention to personal or 

subjective experience. 

Cuentitos de Mi 

The category of Cuentitos de Mi looks at stories told by the giris of experiences and 

events in their lives. The girls discussed the creating of a favorite/special place, making 

and filling a memory box like Amelia in Amelia's Road (Altman, 1993), taking trips to 
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Disneyland, making a pilgrimage to the San Xavier Mission and learning how to read and 

write. 

Tommy la senora de la biblioteca (Mora, 1997) generated talk about literacy; 

learning how to read and how to write and checking out books at the public library. In 

the excerpts below Gabriela and Jomaira are referring to the page in the book during 

Tomas's first visit to the library where he is reading and imagining about the dinosaurs. 

Jomaira and Gabriela appear to be using their stories as a way to challenge each other, 

sort of as dueling stories. Jomaira begins by telling us about her first experience with 

reading: 

Esta pagina me recordo de um, cuando yo ya empece a leer, porque yo apenas 
estaba en Kinder, um en PACE que diga, y mi, y mi hermana me ensefio a leer y 
yo um, leia un poquito mas pero les empece a leer a mis hermanos, a mi tata, a mi 
nana, a mis otras tatas de parte de mi pa y a mi ma y a mi, a mi tia. 

This page reminded me of when J already began to read, because I was barely in 
Kinder, 1 mean in PACE, and my, and my sister showed me how to read and I um, 
read a little more but then I began to read to my brothers, and my tata, to my 
nana, to my other tatas on my father's side, my dad, my morn, and my, my aunt. 

Jomaira shares this story of when her sister taught her to read when she was 

entering the PACE (Parents And Children in Education) program, a program for four year 

olds and their parents. Once her sister taught her how to read, she informs us, she was 

able to read to her entire family. Gabriela's response comes immediately after Jomaira's. 

Mis, esta pagina me recordo, no cuando empece a leer, fue cuando empece a 
escribir, escribia asi porque a mi me encantaba escribir y dibujar y era, tenia 8 
meses, no escribia muy biea porque, escribia asi, asi, no mas rayones y cuando, y 
cuando mi mama fue a la tienda y yo me quede con mi papa y estaba escribiendo 
y escribi las letra "a" y mi mama me empeso a ensenar a escribir las palabras, 
digo las lelras, y aili fue cuando empese a escribir. 
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Miss, this page reminded me, not when I learned to read, it was when 1 learned to 
write, I would write like this [waving hands in air], because I loved to write and 
draw, and 1 was 8 months old, I didn 't write that well because, J wrote like this, 
like this, all scribbles and when my mom went to the store and I stayed with my 
dad and 1 was writing, I wrote the letter "a " and then my mom started to show me 
how to write words, 1 mean letters, and that's when 1 began to learn how to write. 

Gabriela introduces her story by immediately telling us that it is not about when she 

learned to read but when she learned to write. It's almost as if she is letting us know that 

it is not an outright challenge simply because Jomaira's story deals with learning how to 

read and hers is about learning to write. In the words that immediately follow, Gabriela 

tells us that she was only 8 months old when she began to scribble and wrote her first 

letter, while Jomaira was 4 years old when she learned how to read. 

In Interaction Ritual, Goffman (1967) discusses the idea of social circles and explains 

that each social circle contains its own expectations for group members. I see our 

literature discussion groups as a social circle and one of the expectations is that everyone 

needs to listen to each other. Gabriela listens to Jomaira and then offers what could be a 

challenge to her story, however, Gabriela's story may also be interpreted, as Goflman 

explains, "he [group member] is expected to go to certain lengths to save the feelings and 

the face of others present, and he is expected to do this willingly and spontaneously 

because of emotional identification with the others and with their feelings" (p. 10). 

Gabriela may have 'caught' herself and changed her story to "save the face of others 

present." 

While discussing Pablo and Fimienta Pablo y Pimienta (Covault, 1994) Jomaira 

shares the following stoiy about a pilgrimage she made with her father and some family 
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members to the San Xavier Mission. This was a very important event in Jomaira's family 

but especially for her because up until now Jomaira had been considered too young to 

make such trips. Jomaira had also never missed a day of school until this voyage. 

Esta pagina me recordo de cuando, se acuerdan cuando falle muchos dias que 
estabamos en aquella clase, um, yo falle como unos cinco dias y le dije que fui a 
vender, que fui a darles comida a los que iban pasando para, iban caminando para San, 
para San Xavier. Y la troca la parquiamos muy lejos y mi pa empeso a brinca um, me 
fui con el a un monte a buscar palos para hacer um, lumbre, y luego traiamos muchas 
cobijas y me empeso a dar sueno y dormimos en el piso, yo con mi papi y mi nana y 
mi, y mi, y mi nana, pusimos una cobija asi y alii yo, mi nana, mi tic, mi tia, mi pa y 
un amigo de mi pa, um, nos acostamos en esa cobija en el suelo y yo tuve que dormir, 
um casi, mi pa, tuve que dormir en la esquinita porque casi no habia mas cobija, no 
mas que um me empeso a dar frio y entonces mi pa me agarro y me hecho una cobija 
en el troque y alii dormi para que no me diera frio. 

This page reminds me of when, do you remember when I missed several days when we 
were in our old classroom, um, 1 was absent about five days and 1 said that I had gone 
to sell, to give food to those that were passing over to, coming to San, San Javier. And 
the truck, we parked it very far away and my dad began to jump um, I went with him 
up the mountain to look for sticks to make um, fire, and then we had many blankets 
and I began to get sleepy and we slept on the ground, I was with my dad and my nana 
and my nana spread out the blankets and she, my uncle, my aunt, my dad and a friend 
of my dad, um, we slept on that blanket on the ground and I had to sleep, um, almost, 
my dad, J had to sleep on the very edge because there was no more blanket, and then I 
began to get cold and then my dad got me and put a blanket in the truck and I slept 
there so I wouldn't get cold. 

Jomaira's story couid be considered a coming of age story; her family goes on these 

pilgrimages annually and she has never been allowed to go because she was too little. 

This year, a second grader, a responsible second grader, who had never missed school, 

apparently showed her parents that she was able to handle the pilgrimage. Through the 

story, Jomaira presents the group a new identity or face (GofTman, 1979). "Face is an 

image of self-delineated in terms of approved social attributes-albeit an image others may 
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share, as when a person makes a good showing for his profession or religion by making a 

good showing for himself (Goffman, 1979, p. 5). 

Border Issues 

The category of Border Issues looks at stories told by the girls about experiences that 

have to do with the border between the United States and Mexico as related to their lives 

and the lives of their families, both immediate and extended. The category is separated in 

two sub-categories; Border Knowledge and Separated from Family. 

Border Issues: Border Knowledge 

The category of Border Issues; Border Knowledge includes stories about the trials and 

tribulations of crossing into the United States (legally and illegally), having bags and cars 

searched upon return to the United States and upon entry to Mexico and an "arranged" 

marriage. 

Towards the end of our discussion of Friends From the Other Side Amigos del otro 

lado (Anzaldua, 1993), Gabricla was talking about a connection she had made between 

Prietita being selected as the new curandera (healer) in the story, and her own mother's 

use of home remedies to cure Michael's, Gabriela's older brother, of a stomach ache. 

Cecilia then remembers something that had happened when she and Gabriela were 

playing with the blocks a few days earlier; 

Gabriela, te acuerdas que mi dijeste cuando estabamos jugando blocks, que 
estabas diciendo -dame los chiquitos- y te decia que los medium, y me dijeste que 
no dijeras medium porque era novia de... 

Gabriela, do you remember when you told me, when we were playing blocks, and 
you were saying -give me the small ones- and I would say -the medium ones-
and then you said not to say medium because she was the girlfriend of... 
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As demonstrated by the excerpt, Cecilia didn't even to have to finish her sentence, 

Gabriela instantly knew what Cecilia was referring to and provided the following 

explanation to the group, 

Es que tengo un primo que se ease con un, se caso obligado con una, con una 
muchacha que se llama Miriam. Esa muchacha lo amenaso, lo amenaso le dijo 
porque el no tiene nada de papeles, le dijo que si no se casaba con ella que um, le 
iba a meter a la carcel. Y se caso y cuando salio de la misa porque tuvo que, lo 
hicieron obligar para decir que -acepto- y cuando salio de la misa empezo a llorar 
bien feo, no se queria casar con ella. Y yo la odio mucho a ella per eso, toda mi 
familia la odia mucho a ella y el, y, y va a Pueblo, y mi primo va a la Universidad 
y el tiene 21 anos y ella tiene 16. Y desde um, desde um, yo y mi prima somos 
las que mas, mas, la odiamos a ella, se llama Miriam y va a la Pueblo y era 
amiga, antes era amiga de mi hermana Carmen. 

It's that I have a cousin that got married to, he was married against his will, to a, 
to a girl named Miriam. That girl threatened him, and she threatened him 
because he doesn'/ have any papers, and she told him that if he didn't marry her 
that um, she was going to have him put in jail. And he got married and when he 
came out of the very mass because he had to, they had to obligate him to say-yes-
1 accept, and when he came out of mass he began to cry real ugly like, he didn 7 
want to marry her and I hate her very much because of that, all of my family hates 
her and he, she goes to Pueblo and my cousin goes to the University, he is 
21 years old and she is 16. And like um, me and my cousin are the ones that hate 
her the most, her name is Miriam and she goes to Pueblo, she used to be my sister 
Carmen's fiiend. 

As Cecilia says in her question, the girls were playing with the blocks when the 

English word "medium" triggered such an angry response from Gabriela. Gabriela's 

story shows the veiy volatile emotions that border issues can bring up: her 21 year old 

cousin was threatened and blackmailed into marrying someone, Miriam, against his will 

and only because he was in fear of being sent back to Mexico. 

During a discussion of Radio Man (Dorros, 1993), Shayla was telling us of the 

frequent trips she makes to Mexico to see her grandparents and of the searching that goes 

on on both sides of the border. The girls had been discussing the searching that goes on 
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when crossing the border and I wasn't sure if they were talking about the border entering 

the United States or the border entering Mexico. Shayla explains that people are 

searched on both sides of the border, 

Es lo mismo para alia para aca y para aca para alia. Si vienes con una cervesa o 
cigarros para alia, para Magdalena, urn, y luego tiene que revisarle a ver si tienen 
unas cosas para unos cholos aquellos. Y luego cuando los cholos te dan una cosa 
tienen que revisarte por si ellos te dieron una cosa. 

It's the same from there to here and here to there. If you come with beer or 
cigarettes to go over there, to Magdalena, um, and then they have to check you to 
see if you have things for any of those cholos over there. And then when the 
cholos give you something, they [border agents] have to search you because they 
I cholos] gave you something. 

Shayla's experiences of crossing the border are to be searched on both sides, entering 

Mexico and the United States. The other girls agreed that this is the case with them as 

well. Shayla also mentioned cholos, gang members, who force people to transport things 

into Mexico and into the United States, and also steal things from people entering and 

leaving Mexico. 

The stories Shayla and Gabriela shared present us with the self they want us to see; the 

child who is very aware of the issues brought up by the border. Engel (1995) believes, 

"We are who we are by virtue of what we have actually experienced" (p. 186). Shayla 

and Gabriela have experienced first hand the inequality that exists in our world as a result 

of the border separating their two homes, United States and Mexico. 

Border Issues: Separated from Family 

Border Issues: Separatedfrom Family includes stories where the girls share their 

experiences and feelings of being separated from family. All of the girls participating in 
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the study have family in Mexico and one of them, Cecilia, has a parent, her father, still 

living there. During a discussion of Friends From the Other Side/Amigos del otro lado 

(Anzaldua, 1993) Cecilia is reminded of what the border physically looks like as her 

father tries to enter the United States. She tells us he has tried several times, 

unsuccessfully, to cross the border into the United States, "A mi pa lo agarraron y lo 

echaron pa'tras, so y luego cuando fue para atras tenia todo raspado de los pies/ my dad 

got caught and they sent him hack and then when he got back, he had his feet all 

scraped." 

Even though Cecilia herself has never lived through the experience of trying to cross 

the border in this manner, the details remain relatively clear to her from a story she heard 

her father tell. Cecilia has obviously seen the border and the huge fence that separates 

Mexico and the United States and certainly can visualize her father struggling to make it 

to the United States to be with his family. 

During the same discussion, Kati talks about how much she and her sister miss their 

niece. Kati's family was celebrating the New Year and all her sister could think about 

was how much she missed her older sister and niece who live in Mexico. Kati told us her 

sister was crying because they aren't able to see their niece that often because she lives in 

Mexico and doesn't have papers allowing her entry into the United States. 

Kati is the only one of her three sisters who has a passport that will allow her to go 

back and forth between Nogales, Mexico and the United States. Her sister Samantha 

lives with Kati and her parents here in Tucson while the older sister, the 19 year old, is 
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married, with a child and lives in Nogales, Mexico. Her older sister, according to Kati, 

has been trying to come to the United Stales for quite a while and has been unsuccessful. 

The two previous sections remind us how real the issues surrounding the border 

between the United States and Mexico are for the children. Through the stories the girls 

shared, we were able to see the significance the border plays in their lives. Their stories 

remind us that "In life, we cannot parcel out certain conditions and put other aside" 

(Langer, 1995, p.7). The border and the issues surrounding it are a very real and at times 

unpleasant reality for the girls. The girls have not lived through many of the experiences 

they shared in these two sections, however, that doesn't mean that the issues are any less 

important for them. 

La Migra 

La migra, or Border Patrol, plays a very important role in the lives of the girls. 

Although most of the girls in the study were bom in the United States and/or "have 

papers," many have family members who have not yet acquired the necessary paperwork 

to make them 'legal' in the United States. This category. La Migra, is divided into two 

sub-categories and relates to stories that the girls told in response to Running from La 

Migra and Caught by La Migra. 

La Migra: Running from La Migra 

In the category La Migra: Running from La Migra, the girls share stories of when they 

have had to run from La Migra with their families. During a discussion of Friends From 

the Other Side/ Amigos del otro lado (Anzaldua, 1993 ), Jomaira shares a story about 

something that happened to her family during their first few of years living in the United 
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States. She tells us they didn't have papers "porque nacieron alia en Empz\mdbecause 

they were born there in Empalme,'"' and explains that they were all home one day when, 

paso ia migra por la casa y luego, um, como nosotros todavia no viviamos en esta 
casa, um, viviamos en otra casa mas chiquita, y no habian muchas partes en 
donde escondemos, so nos fuimos para um alia a una amiga de mi ma que no vive 
en Tucson vive alia como en Sahuarita. 

la migra passed by our house and then um, since we weren't living in this house, 
um, we lived in a much smaller house, and there weren'/ that many places to hide, 
so we went um, over there to a friend of my mom's house, that doesn V live in 
Tucson, she lives like in Sahuarita. 

Jomaira was very little when this happened because she has been at our school since 

entering the PACE program at four years old. The story demonstrates that the age of the 

child doesn't really matter when re-telling about a traumatic life experience. She tells the 

story using interesting details such as previously living in a house that was too small to 

have many hiding places and she also tells it with emotion. Most children looking for 

hiding places in their homes are looking to play hide-and-seek, or some fun game; 

Jomaira was looking for a hiding place to save her life. 

Also during the discussion of Friends From the Other Side Amigos del otro lado 

(Anzaldua, 1993), Cecilia shared a story of a recent time when she and her mother had to 

run and hide from la chota, another name for the Border Patrol. Cecilia's story begins 

with her tentatively discussing what her mother and friends were doing at the time they 

spotted la migra, or la chota, as they refer to it in this excerpt. 

Este tambien me recordo que, que, que yo y mi mama, no yo, estaba domiida en 
mi casa, yo, mi mama, mi papa, no, no mi papa, el no esta aqui, esta en Nogales, 
so era mi nana, mi ma, y otras amigas que se estaba alii. Estaban tomando y asi, 
um, cervesa y luego um, una, una seftora que estaba alia en la cocina miro la 
chota, y, y... Y gritaba, y gritaba la chota, la chota, y no allabamos donde 
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escondemos y luego, fuimos a, a una casa de un amiga de mi ma y nos 
alcansamos a escondemos. 

this reminded me of when, when, when, my me and my mom, no I was asleep in 
my house, me and my mom and my dad, no, not my dad, he's not here, he's in 
Nogaies, so it was my nana, my mom and other friends of my mom that were 
there. They were drinking um, like, um beer and then um, one, one, one of the 
ladies that was in the kitchen saw la chota, and, and, and, she was screaming, la 
chota, la chota, and we couldn't find anywhere to hide and then, we went to a, a 
house of one of my mom's friends, and we were able to hide there. 

Cecilia begins the story tentatively and a little confused about who was actually 

present during this important event in her life stoiy. She tells us that it was her and her 

mom, but then no she was asleep at home, then it was "we and my mom and my dad" but 

then she remembers that her dad is in Nogaies. Finally we learn that it was her mom, her 

nana, a group of her mother's friends and Cecilia who were sitting around socializing. 

Once Cecilia settles in on whom was present, the story takes a more dramatic turn, as the 

details begin to unfold, Cecilia begins to talk very rapidly as she tells us la chota is on 

their way. One can almost sense the fear Cecilia may have felt at the prospect of being 

caught by la chota as she tells us that they found nowhere to hide. Then in an instant, 

everyone is safe because they made it to another home and were not followed. 

Running From La Migra gives us a tiny glimpse into the complicated lives some 

children live. 

La Migra: Caught by La Migra 

During a discussion of Pablo y Pimienta (Covault, 1994) our group learns that 

Gabriela's father has been caught and is being detained by la migra. He was out looking 

for work and while driving noticed a Border Patrol truck behind him, and thought nothing 
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of it, then he saw another one in front and became nervous because they were speeding 

towards him. He started 'running' and before he knew it, he was caught. 

Gabriela learns of her father's capture on Wednesday when she arrives home from 

school and shares the event with us at our discussion group on Friday. Her story will be 

presented in its entirety because I think it is vital to hear the child's voice especially in 

this instance. 

Decia Atil, y luego lo miro, lo paro, lo iba siguiendo, y mi papa iba dandole, y lo, 
y el, la otra migra llamo a otra migra y la otra migra le vino para el frente y el 
tuvo que parar porque no queria parar porque no queria que lo agarraran pues, se 
queria, se queria ir. Y le vino para 'tras y se paro atras y mi papa parqueo bien 
feo porque, se meneo bien feo asi porque pues, ay, iba ya mero chocaba con la 
migra. Pues um, alii se bajaron las dos migras y luego lo, lo jalaron, uno le habrio 
la puerta y el otro lojalo y le dijo que en donde estaban sus papeles, el si tenia 
papeles pues, pero lo tenia metido, porque apenas se lo iban a dar y pues, mi, 
el,el, la migra dijo que si tenia otra familia que era de alia pues mi papa no podia 
decir mentiras y dijo que -si-, y le dio el numero de la casa de mi tata y luego alii 
fue, un tio mio, bueno pues es nino de Carmen pero yo le digo tio, los llamo 
rapido asi porque el se habia enterado de todo, los llamo rapido y nos dijo que nos 
fueramos a su casa porque iban a venir para aca para agarranios porque todo, 
todos son de alia de allade Caborca, menos mi hermanito porque mi hermanito 
nacio aqui, y nomas nos luimos para aila para la casa pero el novio de mi hermana 
se quedo alii, porque para es de, el es de aqui, paraque ellos [migra] piensen que 
ellos viven alii, pero en ese momento miro um la bolsa de mi mama y le dijo de 
quien era esta bolsa, y tuvo que decir mentiras, le tuvo que decir que, tuvo que 
decir de su mama, porque el siempre tiene una foto de su mama, es un ID de su 
mama y luego dijo [migra] no tienes algun ID que puede decir de donde es tu 
mama y dijo si- y le dio la carta de su mama, pero espero y veras que es de 
Phoenix, de alia, pues um, um... 

It [license plate] said Atil, and then he looked, he stopped, he kept following my 
dad, and my dad kept on going, and the, and he [BP] called another migra and 
the other migra came in the front and he [her dad J had to stop, he didn't want to 
stop, he didn V want to stop, he didn V want to get caught, he wanted, he wanted to 
leave. And then he came up from behind and my dad parked very badly, kind of 
crooked like and ugly and, ay, and he almost crashed with the migra. Well um, 
there the two migras got down, and they, then they pulled him and one opened the 
door and the other grabbed him and asked him where his papers were, he did 
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have papers well, but they were in the process, because they were barely going to 
give them to him, and then, my, the, the, la migra asked him if he had family that 
were from over there and my dad couldn't lie and he said yes- and he gave them 
the number to my lata's house and then an uncle of mine, well he's not really an 
uncle, he's Carmen's godfather but I call him tio, called us immediately because 
he found out everything that had happened, he called us immediately and told us 
to go to his house because they [migra] were going to come to our house and 
grab us all because we 're, we 're all from over there, Caborca, except my little 
brother, because he was born here, and then we just left to his house hut my 
sister's boyfriend stayed at our house, because to, to, to, he's from here, so that 
they [migra] would think that he lives in our house, hut in that very moment he 
[migra] saw my mom's purse and asked him [sister's boyfriend] whose purse that 
was, and he had to lie, he had to say that, that it was his mother's, became he 
always has a picture of his mother, it's his mother's 1.11, the migra said to him do 
you have some ID that could tell us where your mother is from and he said yes-
and he gave them his mother's ID, and it was from Phoenix. 

Gabriela's understandings of the events, up to this point, come from her recollections 

of the stories told by her uncle and her mother. This event in Gabriela's life is, in a sense, 

her worst nightmare come true; her father has been caught by la migra and no one is 

certain if and when he will return. Gabriela tells the story to our discussion group and 

later to all of her classmates while they were gathered on the rug and finally to our 

teaching assistant, Engel (1995) tells us. 

The telling and retelling of emotionally significant incidents allows children to work 

through experience in several ways. Each retelling occurs in a context that gives it a 

new thrust or impact. Each retelling allows for, and communicates, the changing 

meaning of the story to the person telling it. Retelling allows the child to explore the 

ever expanding layers of complexity within the story and the storytelling situation, (p. 
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Each time Gabriela told the story was as emotional as the time before, however, she 

seemed to become more at ease with the situation and the description of it in her story. 

The details became a little clearer, her voice more excited and the action a little more 

vivid. Engel (1995) believes "a story collects meanings as it is retold, and the retellings 

add depth to the emotional, cognitive, and dramatic action of the original story" (p. 45 ). 

Gabriela's story is a perfect example of the difficult lives some of our children live. The 

stories in these two categories show the reality of what it is to live in fear of being 'sent 

back'. 

Los Pueblitos: Atil, Empalme, San Lazaro y Nogales 

The stories in this section are about the girls' pueblitos (towns) in Mexico. Some told 

vivid stories of times they have spent in their respective pueblito and included dramatic 

events while others simply described their pueblitos and celebrations that take place 

while they are visiting. All of the girls have spent considerable time in Mexico during 

school vacations, with the exception of Kati, who visits only periodically. 

Atil 

Gabriela's family keeps in close contact with their family in Atil. Gabriela has vivid 

memories of her time growing up in Atil, although she came to the United States at two 

years old; many of Gabriela's memories are actually those of her older brother and 

sisters. During the discussion of Radio Man (Dorros, 1993), Gabriela shared this story 

about arriving at her pueblito. Everyone in the pueblito "nos conoce/knows us" she 
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begins "y nos esperan/and they wait up for us". She describes Atil as a very small town 

where all of her family lives. 

Y desde. Mis, y,y entrando a la esta, vive, entrando estan mis, mis ninos y luego al 
otro lado estan mis otros ninos y luego, y luego cuando ya va entrando todo asta atras 
alii vive mi nana y luego al lado de mi nana vive una tia mia, se me olvido como es su 
nonibre porque desde cuando se va pa'ya y, y, a lado de la tia mia, enfrente hay un 
monton de los de esos, trabaj adores migratorios. 

And then Miss, and, and as your entering, lives, entering are my, my godparents and 
then on the other side are my other godparents and then, and then when you 're 
entering, everything is in the hack, that's where my nana lives and then next to my 
nana lives my aunt, I forgot what her name is because like when you go back there, 
and, and next to my aunt, in front, are a hunch of those, those, migrant workers. 

Gabriela's story began as a description of her pueblito, the homecoming her family 

receives, and the fields behind her nana's and godparents homes. 

Empaime 

The connections Jomaira made to Empaime during a discussion of Radio Man 

(Dorros, 1993 ) had to do with her nana's house. Jomaira's two older brothers were both 

born in Empaime as were her parents while Jomaira and her sister were bom in the 

United States. Jomaira's family maintains strong ties to Empaime, they visit often and 

she will spend most of her summer vacation in Empaime with her nana. 

como mi nana tiene una, una casa muy bonita y tiene asi como un porchesito, y 
tiene asi como una banquetita asi muy altita, luego todos mis primos, y casi todos, 
todos mis primos salimos en la noche a platicar. 

since my nana has a, a very pretty house and she has like a porch, and she like a 
bench, a really tall one, then all of my cousins, and almost all, all of my cousins 
come out at night to talk 
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Joraaira paints a clear picture of what she does in the evenings with her family in 

Empalme, one can almost hear them laughing and talking. For Jomaira, going back to 

Empalme gives her a chance to reconnect with her cousins and the friends she only sees 

during her school vacations. 

San Lazaro 

Shayla and Cecilia have families who are from the pueblito of San Lazaro. Shayla 

visits regularly, sometimes spending a whole weekend with her grandparents, while 

Cecilia visits mainly during school breaks. 

During a discussion about Tomdsy la senora de la bihlioteca (Mora, 1997), Shayla is 

reminded of the stories her tata tells. 

Esta hqja me recordo de de mi tata, a mi y a mi hermano nos contaba umm, 
historias, umm contentas y todo de venaditos y todos esos y luego cuando ya era 
noche nos contaba unas historias de un (voice trails off and then silent)... 
Nos leia, los dos, el cuento, primero alia afuera nos contaba una historia que le 
paso a el o alguien y luego una de saber y luego cuando ya nos ibamos a dormir 
ya nos ya nos ibamos, ya nos contaba un cuento que le habia pasado a el. 

this page reminded me of, of my grandfather, my, and of my brother, he would tell 
us umm, stories, umm, happy ones and all about deer and all those and then when 
it was night, he would tell us stories of of (voice trails off and then she's silent) 
He would read, both, the story, first out there he would tell us a story about 
something that happened to him or somebody and then one about knowing and 
then when we would go to sleep, we would, we would go, and he would tell us a 
story about something that happened to him. 

Being at her grandparent's home in San Lazaro gives Shayla the chance to listen to her 

grandfather tell her stories and to connect with her grandparents. She talks often about 

how much she enjoys spending time in her pueblito. 
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Cecilia spends time with her family in San Lazaro strictly during school vacations. A 

family member would risk re-entry to the United States if they made the visit, although 

they have made the trip and have had to deal with the consequences of not making it back 

across the border into the United States. 

Cecilia's story is about a family picnic she had with her whole family while in the 

pueblito of San Lazaro. 

Toda mi famiiia, y mi tata Wuilo estaban en la plaza, estan haciendo came asada, 
fuimos a la plaza todos, namas toda mi famiiia estaba en la plaza y, y estabamos 
ocupando todas las mesas o, llego alguien y no habia ninguna mesa y se tuvieron 
que ir y luego alguien nos tomo una foto. No sabia quien. 

All of my family, and my grandfather Wuilo were in the plaza, and they were 
making carne asada, all of us went to the plaza, only all of my family was in the 
plaza, and we were taking up all the tables, only, oh and then someone got there 
and there were no tables and they had to leave and then someone took our 
picture. I don V know whom. 

Cecilia tells us about a get-together her family had in the plaza in San Lazaro; 

she tells us about the food they were preparing, describes the plaza and repeatedly 

informs us that her family was occupying the whole plaza. She ends the story by telling 

us that someone, she doesn't know who, took their picture. The story centers on the 

family being together, as she often mentions that it was her whole family. 

Nogales 

Kati's visits to Nogales aren't as frequent as the other girls' visits to their 

pueblitos; Kati only visits during school vacations and even then spends only a short 

amount of time. According to Kati, the only ones with "papers" allowing them entry into 
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the United States are her father and herself, which may explain why her visits are so 

infrequent. During a discussion about Radio Man (Dorros, 1993), Kati shares a story 

about a family get-together, in this case, her and her cousin's birthday celebration. 

ayer fue la fiesta de mi prima, y todos, la fiesta, un dia era la fiesta mia, y mi 
primo, pues esta muy alto, y le pego a la pinata y se cayeron todos los dulces y un 
monton de chamacos vinieron corriendo para agarrar dulces y entonces mi primo, 
como habia un poquito mas dulces, le pego otra vez a la pinata y los chamacos 
otra vez vinieron asi, se cayeron todos, y todas las ninas, bueno habian dos, yo y 
mi hermana porque mi hermana estuvo al lado mio, no somos cuatas, eran dos, y 
mi primo quebro la mi y mi sobrina quebro la de mi hermana y entonces todas las 
personas le pegaron a la de mi hermana y todos los niftos le pegaron a la mia. 

This one reminded of yesterday was my cousin'sparty, and everyone, the party, 
one day it was my party, and my cousin, well he's very tall, and he hit the pinata 
and all of the candy fell and a bunch of kids came running to grab all the candy 
and then, my cousin, when there were still a few more candies, hit the pinata 
again and the kids again came to grab all the candy, and they all fell, and all of 
the girls, well there were only two, me and my sister because my sister was at my 
side, we 're not twins, there were two, and my cousin broke my pinata and my 
niece broke my sister's and then all of the people hit my sister's pinata and all the 
kids hit my pinata. 

Kati's story begins with her cousin's fiesta and then quickly switches to her own 

fiesta. She tells us that her cousin broke the pinata and all the candy came pouring out, 

then we leam that her sister was also there and she also had a pinata that was broken by 

her niece and finally we are told that eveiyone [meaning all of the older children] hit her 

sister's pinata while all of the children hit her pinata. Kati's story is a bit confusing; she 

tells us the first party (her cousin's) was yesterday, then quickly switches to her own 

party and proceeds to tell us about the pinata (s). 
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Perhaps she thought her cousin's party wouldn't make an exciting enough story or 

perhaps this story is one in the same with her cousin's birthday story. One wonders too, 

if Kati was actually expressing her anger in that her cousin and the other kids broke her 

pinata, possibly not giving her a chance to do the same. Nowhere in her story about her 

own pinata does she ever tell us about her striking it. Children often tell stories as a way 

to sort out their feelings (Engel, 1995) and to present their self to the world, was Kati 

presenting herself as angry person who wasn't given a chance at her own pinata or was 

she simply telling us a pinata story. 

Discussion of Findings 

Research question one asks. What stories do these Spanish-speaking girls bring from 

their lives to literature discussions? The analysis demonstrated that these five girls indeed 

think critically about the issues raised in the books we discussed. All of the stories 

shared by the girls were about life experiences that either they or a family member have 

lived through. They connected the books to their lives through the stories they told and 

shared stories about their lives as they tried to make meaning from the book, the 

discussion, and their own lives. 

Gaida (1998) discusses the power that comes from the reader and the book, "This 

power enables readers to transform words-on-a-page into emotional experiences that 

function as mirrors and windows into our lives and the lives of others" (p. 1). The 

analysis of the discussion and the stories the girls shared certainly provided a way to look 

into their lives as they shared very emotional and sometimes daunting stories of life 

experiences they've had or have been told. 
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Cecilia, for example tells about a time when she and her mother had to run and hide 

from la migra, or la chota, as she refers to them. Gabriela shares the story of her father's 

recent capture by la migra as he was on his way to work. Jomaira looks back at her life 

to when her family had just arrived in the United States and shares the story of their 

having to hide from la migra at a friend's home in Sahuarita. 

Shayla and Kati discussed how not having 'papers' (a green card, a passport) affects 

their families; Kati is not able to see her niece as often as she likes because her mother 

(Kati's older sister) is unable to gain entry into the United States. Kati also shares that in 

her family only she and her father are allowed to travel legally across the border, "somos 

los unices con papeles'7 we're the only ones with papers. Shayla is able to travel to 

Mexico to visit her grandparents and other family members, but there are some people in 

her family who do not have that freedom and are forced to stay on 'this side' while the 

rest of the family visits Mexico. 

The girls freely discussed emotionally sensitive issues throughout the literature 

discussions such as those described above. The classroom environment allowed them to 

do this without fear of judgment or rejection. In sharing these stories with the group, the 

girls were trying to make sense of these experiences and their lives within the context of 

our class literature discussions. Engel (1995) believes. 

The telling and retelling of emotionally significant incidents allows children to work 

through experience in several ways. Each retelling occurs in a context that gives it a 

new thrust or impact. Each retelling allows for, and communicates, the changed 
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meaning of the story to the person telling it. Retelling allow s the child to explore the 

ever expanding layers of complexity within the story and the storytelling situation. 

(p. 43) 

Each time the girls retold a story, they understood their lives just a little bit more. The 

distance created from the event and people who may have been part of the event allowed 

the girls to examine their feelings and thoughts about the experiences free from the 

restraints of their families. 

Barnes (1993) believes in the significance of talk as a way for children to learn and 

make meaning, "talk allows human beings to share and communicate just as it enables 

them consciously to inspect and reformulate (for themselves as well as for others) their 

understanding of the world" (p. 32). The girls' sharing of their life stories during our 

literature discussions gave them the opportunity to deliberately scrutinize the emotionally 

charged events in their lives that they chose to tell. While examining these events, they 

were able to think about these experiences in a new light, listen to what the other group 

members said or connected to and consequently, they were able to develop a different 

understanding and perhaps, a new meaning altogether. 

A significant component of the literature discussions is that the girls read and 

discussed the books at home with their families in Spanish, their native language, prior to 

discussing them at school in our group. Interestingly enough, the girls read and talked 

about the books only with their mothers. By talking with their mothers about the books 

at home, the girls were able to learn more about their families, the events that have 

shaped their lives and how these events were interpreted by their mothers. The "strengths 
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of the family as educator" (Taylor & Dorsey-Gaines, 1988, p. xvii ) are apparent when 

one takes into account the wealth of knowledge a family has to offer once their family 

funds of knowledge (Moll, Ainanti, Neff, & Gonzalez, 1992) are taken into account at 

school. The girls' home discussions with their mothers allowed them to tap into this 

knowledge through the books they read and discussed, knowledge they may not have 

received if their mothers weren't made a part of the school learning. 

Through the stories the girls told, they chose the self they wanted to present to the 

group; they each decided how they wanted the group to see them based on the stories 

they told as they shared their emotionally charged life experiences with each other. The 

girls presented a certain face to the group. Goffman (1979) explains, "The term face may 

be defined as the positive social value a person effectively claims for himself by the line 

others assume he has taken during a particular contact" (p. 5). The 'line' Goffman 

explains, is "a pattern of verbal and non verbal acts by which he [a person] expresses his 

view of the situation and through this his evaluation of the participants, especially 

himself" (p. 5), in other words, the stance the person is taking. Depending on the face the 

girls wanted the group to see, they chose the appropriate story. 

The life experiences the girls shared through the stories they told in Family Stories, 

Cuentitos de Mi, Border Issues, La Migra and Los Fueblitos have caused me to reflect on 

the lives these children are living; they worry about being captured by la migra, about 

being sent back to Mexico, a land their parents left in order to give their children a chance 

at a better life. They are living a dual-life one could say, a life in America; a country that 

doesn't necessarily welcome them and a life in Mexico; a country which sometimes does 



97 

not recognize them because they are now considered as being 'from over here'. Many of 

the children have families in Mexico, some they are not able to see because, although 

they may have "papers" that allow them to come to the United States, their parents may 

not, therefore their parents have to risk everything, in a sense, to go back home and visit 

family. 

The girls are living lives feeling some tension between life in the United Stales and 

life in Mexico. Yes, it is a struggle for their families and in no way do I wish to make 

light of their situations, however, I also do not want to reject any of the triumphs each of 

these families has had in overcoming the many roadblocks, physically and metaphorically 

speaking, that have been put before them. 

Summary of Chapter 

This chapter provided an analysis of the transcripts from all seven literature 

discussions. Five categories were created to examine the girl's contributions to the 

literature discussions; Family Stories, Cuentitos de mi (Stories about Me), Border Issues, 

La Migra (The Border Patrol) and Los Pueblitos (The Towns). Family Stories was 

separated into two subcategories; Sibling Stories and Stories about Other Family 

Members. Border Issues was also separated to include; Border Knowledge and Separated 

from Family. La Migra (the Border Patrol) also included two sub categories; Running 

from La Migra and Caught by La Migra. All of the girls, except for Cecilia, were present 

for all seven literature discussions. 
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CHAPTER FOUR 

Las Ninas 

This chapter. Las Ninas, introduces the five girls who were the participants in the 

literature discussions that are the focus of this dissertation. I want to introduce the girls as 

individuals before examining the group discussions and have done so in the form of 

individual profiles. These profiles are not intensive case studies; rather they serve to 

provide a background and context for understanding each girl's chosen participation style 

during our literature discussions. They also serve to promote an understanding of who 

each of them is as an individual before meeting them as a group member. These profiles 

present a picture of the girls as participants across all seven literature discussions. 

The profiles also provide a context for the analysis of research question two: How do 

these girls use their stories to make sense of literature? 

In creating the profiles, I read through each girl's complete transcript set (the 

transcripts of all seven literature discussions) independent of the others. The first time I 

simply highlighted their stories, the second time I read through the transcript and took 

notes in the margins of the transcript on any recurring patterns or themes that emerged in 

their questions or stories. The third time, I took additional notes in my analysis notebook 

of any connections I noticed across all seven discussions. I then reread all of the notes 

and found it helpful to create categories. These categories were based on the stories, 

questions and participation style of each individual girl in each of the seven discussions. 

I created the categories as a way to provide me with a fuller picture of each of the girl's 

participation throughout all the discussions. Because each girl's participation was 
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different, the categories that were created are as individual as each girl. The categories 

were created as a way to help me organize my thinking about each girl's diverse 

participation style in our literature discussions. 

I then created an outline for the profiles in order to provide a consistent frame 

throughout all of the profiles; each girl is introduced as a family member and as a 

participant in the classroom context, each girl's participation style in the literature 

discussions is presented and finally, there is a discussion of the findings for each 

individual profile. The transcripts and the notes served as the primary data sources for the 

profiles. 

Readers of all ages bring their own cultural and linguistic backgrounds, life 

experiences, biases and ways of understanding the world to any reading event. Las niftas, 

the girls, participated in discussions about books with themes ranging from migrant farai 

workers, illegal immigration, friendship, and family. Each of the girls had familiarity 

with some of the issues raised by the books; either through personal experience or 

through listening to a family member tell a story. Naturally then, each girl brought her 

own understanding of these issues to the discussions based on their past experiences. 

During the discussions the girls talked about their lives through stories as they tried to 

create a shared understanding of the issue raised by the book and in the discussion. In 

order to understand the way in which the girls used stories as a way to make meaning, we 

must try and gain an understanding of who each of the girls are as individuals. In the 

sections that follow, each of the girls will be presented separately in a profile in an 

attempt to construct an awareness of the individual person. 
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Shay la Ramirez 

Shayla Ramirez was seven years old at the time of the study. She is the youngest of 

four children and her family has lived in the Wyman neighborhood for quite some time. 

She has attended Wyman since she was four years old and participated in the PACE 

(Parents And Children in Education) Program, a federal program similar to Head Start. 

Shayla visits Mexico with her family often since her grandparents and much of her 

extended family live there. While making visits to Mexico, one member of her family is 

not able to cross the border and must wait for Shayla "en este lado/o/z this side," as she 

has told us. Shayla's frequent visits to Mexico and her acute awareness of her 

surroundings have given her what I label border knowledge: knowledge of issues, 

protocol, and terminology that are particular to the border region between the United 

States and Mexico. During our literature discussions, Shayla's border knowledge aided in 

my understanding of situations, words and procedures 1 was unfamiliar with as she either 

explained or elaborated on issues brought up by the other girls. 

Shayla as a Participant in the Classroom Context 

Shayla is a risk taker; whenever I ask for a volunteer, hers is always the first hand up. 

She doesn't necessarily need to know what it is I am asking, her hand is up regardless. 

Shayla's risk taking applies to her academics as well, she is not afraid to make a mistake. 

She is the most bilingual student in the classroom; meaning she reads, writes, speaks and 

understands both Spanish and English well. Her language abilities are stronger in her first 

language, Spanish, She is dependable and responsible and is a hard worker. The children 

look to Shayla for help in translating in either Spanish or English or at times when they 
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cannot remember a particular idea, word, or concept in either language. Shayla is pleased 

to help the children and does so willingly and with fervor. 

Shayla has a good sense of humor. She likes to tell 'chistes/jokes' that she heard her 

parents tell or that she found in books. During an English read-aloud, she is often able to 

catch on to subtle nuances that may otherwise be difficult for a second language learner. 

She enjoys all things related to school, although she has a preference for reading and 

listening to books on tape with a partner. 

Shayla is very competitive by nature and needs to be first (to finish and/or start), be it 

schoolwork, games, or recess activities. Her mother echoed this statement about life at 

home with Shayla, stating, "Siempre esta en apuro. Desde muy chiquita se a portado asi/ 

She's always in a hurry. She's been that way since she was very little. " It appears at 

home as well as in school, Shayla needs to be first. 

Shayla enjoys Sharing Time where she has everyone's undivided attention, as she has 

the floor. Her name can be found on the Sharing Time list at least three times a week (the 

children may not share on consecutive days; this gives everyone an equal opportunity to 

share). During Sharing Time, Shayla tells stories of experiences she's had, shows family 

pictures, or brings in objects that she describes and tells related stories. When she's not 

sharing, she is asking. Shayla is always full of questions-- specific questions such as, how 

much did that cost, where did you buy it, and probing questions where she wants to know 

about the child or the situation they are sharing about (why do you like going to 

gymnastics, what did you like about the movie?). 
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Shayla's Participation Style in the Literature Discussions: 

While looking through the transcripts of all seven discussions, I noticed a particular 

pattern in Shayla's participation style. Creating Table 4.1 helped me see it more clearly; 

Shayla likes to have the floor during our literature discussions. Her chosen participation 

style in order to maintain the floor was to ask questions. As evidenced by the table, 

Shayla's use of questions as a participation style in order to maintain the floor was rather 

consistent; in four of the seven discussions (57%), she asked the first question and was 

the second person to speak. The only time she initiated a discussion by telling a story was 

during our discussion of La Mariposa (Jimenez, 1999) and even then, she maintained the 

questioning mode by asking the third question in the discussion. 

Book and Date Question# When spoke 

Tomas/5-8 isi 2nd 

Mariposa/5-15 3rd r\story) 

Amelia/5-22 4*^ 4"' 

Friends/5-29 ^rd 2nd 

Radio/6-5 r' 2nd 

Pablo/6-13 r' 2°" 

Palomas/6-24 2a<l 

Table 4.1. Patterns in Shayla's Participation Style 

Shayla's inquisitive nature and her need to have everyone's undivided attention played 

a major role in how she participated in our literature discussions. While the other girls' 

main focus was to tell stories. Maintaining the Floor appears to have been 
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essential to Shayla. Because she is so aware of her surroundings and is able to quickly 

assess a situation, she realized that the only way for her to successfully preserve 

everyone's attention and maintain the floor was through questions. Shayla would ask 

questions replete with "y (and), um sometimes followed by the girl's name, which 

seemed to suggest that she was thinking about her question while she was asking it; the 

question wasn't yet formulated. Nevertheless, since her main focus seemed to be to 

maintain the floor, her purpose was served. 

During a discussion of Friends From the Other Side (Anzaldua, 1993), Kati shared a 

story about a fight her older sister had been involved in at school. Kati tells us the girl 

began to fight with her sister because her sister sat next to a boy the girl liked. Shayla 

asked Kati, 

Shayla: ^Um, y, Kati, o, Kati, y tu estabas cMquita o todavia no nacias? 
[Um, and, Kati, oh, Kati, and were you little or had you not been born 

yet?] 

Kati: No, yo estaba asi como estoy, como estaba. 
[iVo, 1 'm just like I am, like I was.] 

Julia: ^So, hace poco? 
[So, just a little while ago?/ 

Shayla: lY, tu estabas en first grade? 
[And were you in first grade?J 

Shayla's first question has an -um-, -and-, -oh-, -and-, indicating she is not too sure of 

what she is going to say, however, she still wants the floor. The last part of the question, 

-were you little or had you not been born yet- had been answered at the beginning of the 

story when Kati told us this event occurred not too long ago. Had the question been 
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asked as a means to gather information, it would seem futile; however, since Shayla 

wanted to maintain the floor, the question accomplished her goal. 

After careful analysis of the questions Shayla asked, they were categorized as Probing 

Questions and Clarifying Questions. Probing Questions are those where she needed to 

know something specific about what had just been shared because there appeared to be 

some missing information. Clarifying Questions served to clarify or further explain 

something she did not understand. As demonstrated by Table 4.2, of the 162 questions 

Shayla asked during the seven literature discussions, she asked Probing Questions 60% 

of the time and Clarifying Questions 40% of the time. 

Title of Book Probing Questions Clarifying Questions Total 

Tomds 15 11 26 

Mariposa 12 6 18 

Amelia 21 21 42 

Friends 29 17 46 

Radio Man 11 3 14 

Pablo y Pimienta 7 6 13 

Palomas 2 1 3 

Total 97/60% 65/40% 162 

Table 4.2. Types of Questions 
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1 argue Shayla's awareness of what was going on in the discussion helped her figure 

out that Probing Questions might contain more material for her to use in her questioning 

strategy. Shayia knew the girls liked to tell stories and predicted they would elaborate as 

they explained something she had deliberately asked them about. 

Probing Questions. Shayia asked Probing Questions when she needed to know 

something specific about what had been shared; when there appeared to be some missing 

information that gave her control, not necessarily something she found significant to her 

understanding of the girls' story. During a discussion of Tomdsy la sehora de la 

biblioteca (Mora, 1997) Jomaira told a story about her uncle working in the cotton fields. 

He was unable to visit her family because he had to work, and this upset her. Later she 

tells us, he was able to find another job and visit them. Shayia needed to know what job, 

"Y a donde trahajo/And where did he work? " Jomaira did not know, "No se", so Shayia 

asked another question, which I believe that she knew Jomaira would be able to answer, 

"^Le compraba cosas con su dimmllDid he buy you things with his money! Following 

Jomaira's response to this last question, which was 'yes', Shayia ended the sequence by 

asking Jomaira where her uncle lived, another question she presumed Jomaira could 

answer. 

Shayia took an interrogational style to the questions as she asked, waited for a 

response, and repeated the cycle for several rounds, Shayia appears to have taken control 

away from Jomaira, the storyteller, as she determined what would be shared through the 

questions she asked. 
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Clarifying Questions. Clarifying Questions served to further explain something Shayla 

wasn't clear of or something that confused her, whereas Probing Questions were asked 

when Shayla needed to know something specific about what had just been shared because 

there appeared to be some missing information. While discussing El camino de Amelia 

(Altman, 1993), Gabriela shared a story about burying a box full of special things, similar 

to what the main character did in the book. She talked about a casita and a cajita; a 

house and a box, which proved confusing since the words sound so similar in Spanish. 

Once it was established Gabriela was talking about the box she found, Shayla asked if she 

took out the contents of the box and replaced them with her things. Gabriela, sounding a 

little confused, replied, "^No, pero, que/M>, hut, whatT Shayla then repeated her 

question once more, "^Le quitaste las cositas y le pusiste tus cosas en la cajita vieja, esa 

de c&rtonVDid you take out the things and put your things in the old box, that cardboard 

one? " Gabriela replied that the box only had dirt in it, to which Shayla replied, 

"^Entonces no pusiste nada?/^, you didn't put anything in it? " Gabriela then went into 

a rather long story about the casita, cajita, and what she did. At that point, Kati shared 

another story and the issue of the casita and cajita was dropped. 

Shayla appeared perplexed by what Gabriela was trying to tell us about the events 

surrounding the box {cajita) she found in the abandoned house (casita). By asking 

questions, Shayla was trying to clarify her understanding of the story, which in the end 

proved a little confusing for the group, since it was dropped. 
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Summary. Shayla's chosen participation style in the seven literature discussions was to 

maintain the floor by asking questions. Two types of questions were identified; Probing 

Questions and Clarifying Questions. Probing Questions are those where she needed to 

know something specific about what had just been shared because there appeared to be 

some missing information. Clarifying Questions served to clarify of further explain 

something she did not understand. Of the total 162 questions Shayla asked during the 

seven discussions, she asked 97 Probing Questions and 65 Clarifying Questions. 

Discussion of Shayla's participation in the literature discussions 

Our small group literature discussions gave the girls the opportunity to share their 

thoughts, feelings, connections, and stories with each other as they worked to build a 

shared understanding of the text and the issues raised by the text. During these 

discussions the girls continually vied for the floor as they each had something significant 

to share with the group. Shayla's analytical stance throughout the discussions provided 

her with the opportunity to scrutinize what was going on and make a decision about her 

participation style based on her observations. I think that she realized she could not 

compete with Gabriela in storytelling and made a decision to use questions as her way of 

maintaining the floor and making meaning. 

Langer (1995) believes questions are key to developing an understanding of literature 

and explains, "Questions are necessary and normal when a person is exploring horizons 

of possibilities" (p. 58). During our literature discussions the girls were actively involved 

in 'exploring horizons of possibilities' as they searched for a shared understanding of the 
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books and issues we discussed. For Shayla, the search is realized as she explores these 

'horizons of possibilities' by maintaining the floor through the use of questions. 

Shayla's chosen participation style in the literature discussions may be further 

explained by looking at Britton's (1970) notion of participant and spectator roles of 

language. Britton explains the participant as "someone who is participating in the world's 

affairs" (p. 104) while the spectator is "on holiday from the world's affairs" (p. 104). 1 

expand on the notion ofparticipant as someone who is right in the middle of things, 

sometimes too involved to notice what's going on in the discussion around them; they are 

on the inside of the discussion. The spectator, I argue, is on the periphery looking in, 

watching, taking mental notes, still contributing but in a more calculated manner. The 

spectator has an explicit purpose for contributing to the discussion and that purpose is 

what drives them; for Shayla it was to maintain the floor by asking questions. 

Britton (1970) further explains the spectator, "We [spectator] select and arrange our 

material first to please ourselves; and secondly, not to please other people but to enable 

others to share our pleasure-which is not the same thing" (p. 124). Shayla actively 

contributed to our discussions by taking an analytical stance throughout the discussions. 

Shayla was acutely aware of what was going on in the discussion and based on that 

awareness chose the participation style that best suited her needs. Shayla 'selected and 

arranged her material'-her questions-to please herself, while she enabled others to share 

her pleasure-maintaining the floor. 
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Gabriela Montserrat 

My connection to Gabriela goes back to when she was about one year old; her older 

brother and later her older sister were students in my classroom. I met Gabriela when she 

was in diapers, something she has often told the other children in our class. Gabriela was 

seven years old at the time of the study and had attended Wyman since Kindergarten. She 

participated in a Head Start Program at another location. 

Gabriela is the second youngest child in her family. Gabriela's family has lived in 

Tucson quite some time and has managed to bring other family members to the United 

States establishing a family network both in Mexico and in Arizona. The Montserrat 

family maintains close ties with their extended family in Mexico as demonstrated by the 

wealth of stories shared by Gabriela about life and adventures in her beloved town of 

Atil. 

Gabriela as a Participant in the Classroom Context 

Gabriela is a quiet thinker; when posed with a question or confronted with something 

she is unsure about, she will quietly think and reflect before providing a response. On the 

other hand, when Gabriela is knowledgeable and passionate about something, she will 

confidently share her thoughts and opinions with anyone who will listen. 

Gabriela is an English Language Learner as classified by TUSD and as such her 

language abilities are much stronger in her first language, Spanish. Gabriela is able to 

work successfully in English; she understands just about everything and only once in a 

while searches for words when speaking in English. Gabriela often helps the children 

with translations into English, although she too needs help from time to time. 
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Gabriela prefers to speak in Spanish because, as she once said, "El ingles no me 

viene" which, loosely translated means English doesn't come to me, implying it's not 

natural. Gabriela has very strong opinions regarding the use of Spanish in school, 

opinions she is not afraid to share; she believes children should be allowed to use Spanish 

in school as freely as they use English. 

Gabriela is a hard worker and takes her school work very seriously. She works well in 

small groups; if there is a problem in the group, hers is the voice heard trying to get the 

group refocused, similarly when things are going well with the group, Gabriela is the one 

heard encouraging them. She would rather stay away from conflict but if it finds her, she 

addresses it diplomatically. Gabriela is well liked in our classroom and the school in 

general as evidenced by the number of children she socializes with on a daily basis. 

Gabriela enjoys all things related to school, although she shows a preference for 

singing, drama, and listening to books on tape. Much of her DEAR (Drop Everything 

And Read) time is spent at one of the three listening centers where she can be found 

quietly reading, singing, or dramatically reading along with the book on tape. 

Gabriela loves to talk in front of an audience which makes our daily Sharing Time 

vital for her. Gabriela shares an average of about three times a week, only because this is 

her limit. She brings artifacts such as family photos, gifts she's received, or things she 

found and tells us about them in the form of a story. Usually these stories are rather 

detailed and tend to include little bits of drama. It is rare occasion when Gabriela has 

nothing to talk about. 
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Gabriela's Participation Style in the Literature Discussions 

Gabriela "nacio hablando y no a parado/was born talking and hasn 't stopped" 

according to her mother, and based on her participation in the literature discussions, 1 

would have to agree. Gabriela's love of talk and drama had a major influence on the 

manner in which she participated in our literature discussions. As evidenced by the 

transcripts, Gabriela's manner of connecting to the books we read and the issues we 

discussed was to tell stories. Gabriela was present for all seven literature discussions and 

her chosen participation style, to tell stories, was consistent throughout all the 

discussions. Table 4.3 illustrates the number of stories Gabriela told per discussion and 

also presents a total for all seven literature discussions. 

Gabriela's stories contain several elements in Engel's (1990) description of a story, 

upon which my working definition of story is based. A story, according to Engel, 

first of all describes something that has happened, is happening or will happen. It 

includes some kind of event. Events involve people, places, and actions. Someone 

does something, and it happens somewhere. Moreover, all events happen within a time 

frame and unfold over time. (p. 17) 

Gabriela's stories were generally about things that happened to her family members, 

even though most times she too was a part of the story. Many of her stories took place in 

Atil, Mexico, where most of her family lives. Her stories frequently included drama and 

they were always detailed. 
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Title of Book Number of stories 

Tomas 10 

Mariposa 6 

Amelia 7 

Friends 10 

Radio Man 12 

Pablo 9 

Palomas 13 

Total 67 

Table 4.3. Number of Stories 

While reading and rereading the transcripts, I took notes on the patterns and themes I 

noticed in Gabriela's stories and after careful analysis, I became aware that Gabriela's 

stories served four main purposes: 

1. As a connection to the text (CT), 

2. As a connection to something someone said (SS), 

3. As a response to a question (RQ) and, 

4. As a story she needed to tell (NT). 

Connections to the Text (CT) were stories Gabriela told as she made personal 

connections specifically to the book or the text in the book we were discussing. Many 

times she began these stories with, "Esta me recordo d€VThis one reminded me when."' 

Gabnela made connections to things the girls said in the category Connections to 

Something Someone Said (SS). Responses to Questions (RQ) were stories told as a 
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response to a question someone posed to her. The Needed to Tell (NT) category is made 

up of stories Gabriela needed to tell the group that are not necessarily connected to what 

the other girls said or to the text we were discussing. The table below demonstrates the 

frequency of each category of story (Table 4.4) during each of our literature discussions. 

Title of book CT SS RQ NT Total 

Tomds 3 0 5 2 10 

Mariposa 2 0 1 3 6 

Amelia 2 0 3 2 7 

Friends 5 3 1 1 10 

Radio Man 3 1 3 5 12 

Pablo 1 0 3 5 9 

Palomas 2 0 4 7 13 

Total#/% 18/27% 4/6% 20/30% 25/37% 67 

Table 4.4.Story categories. 

As demonstrated by table 4.4, Gabriela told a total of 67 stories, most of them, 

25(37%), fall in the category. Stories Needed to Tell, and the fewest, 4 (6%) stories, fail 

in the category, Connections to Something Someone Said. Gabriela told the most stories, 

13, in the discussion about El Canto de las Palomas/Calling the Doves (Herrera, 1995) 

and the least number of stories, 6, in our discussion of La Mariposa (Jimenez, 1998). 

Connections to the Text. Connections to the Text includes eighteen stories where 

Gabriela connected to something in the book we were discussing. During a discussion of 

Tomdsy la Senora de la biblioteca (Mora, 1997), Gabriela pointed to the part in the book 
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where Tomas is sleeping on a cot and told the story of her family and the point in time 

they spent living in homes similar to those of Tomas and his family. She began, "Esta 

pagina me recordo cuando viviamos en Atil, porque dormiamos en camitas asi y 

dormi'amos en, en como casi, eso de, casi como 'tents', pero no son 'tents', son casitas asi 

que/ This page reminded me when we lived in Atil, because we used to sleep in beds like 

this and we slept in, in, kind of like, this, the um, almost like tents, but not tents, little 

houses. " Gabriela goes on to explain her father was a migrant worker who used to come 

home very tired and with a sore back from all his bending over and lifting. 

In this instance, Gabriela's story is a direct connection to the text. Sharing this part of 

her life story helped Gabriela understand Tomas' situation. Gabriela referred to this 

particular story of her family living in "casitas asi/little houses like this" a few other 

times in the series of seven discussions. Even though she was an infant when her family 

lived in Atil, it is a significant enough time period for her family that even she knows 

about this part of her family history. 

Connections to Something Someone Said. Gabriela told only four stories that were 

Connections to Something Someone Said and three of those came in the same discussion, 

Friends From the Other Side/Amigos del otro lado (Anzaldua, 1993). The stories 

Gabriela told in this category were triggered by something said by one of the girls; this 

could have been a question they asked, a comment they made or a story they told. 

For example, Cecilia, Shayla and Kati had been talking about fighting with their 

sisters or other family members during the discussion of Radio Man (Dorros, 1993). Kati 

shared a story about a friends' little brother who had been burned by an iron because his 
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sister was not watching him as she had been asked to do. Kali's story reminded Gabriela 

about a time when her little brother, Manuelito, had also been burned. 

Hablando de quemaduras, cuando mi hermanito tenia apenas ocho meses, andaba 
jugando alli con la tierra, fue pa' dentro y mi mama tenia un cafe listo, alii en la mesa 
bien caliente, caliente, caliente, caliente. Mi hermanito lo jalo y se quemo todo, todo, 
todo por aqui, y llore, llore, y mi mama le puso un huevo podrido y lo tuvo que llevar 
al doctor, y le pusieron algo aqui y luego, desde, es como se le habia quebrado la 
mano. 
Talking about burns, when my little brother was just barely eight months, he was 
playing in the dirt, went inside, and my mom had coffee all ready, there on the table, 
very hot, hot, hot, hot. My little brother pulled it and he got burned all, all, all over 
here, and he cried and cried and my mom put rotted egg on him and she had to take 
him to the doctor, and they put something on him and then that's how he broke his 
hand. 

Gabriela began this story in a very adult-like manner, "Hablando de 

quemaduras/Talking about burns. " This particular introductory phrase could indicate she 

is aware of how to link her story to something previously stated in such a manner that it 

will not be dismissed because it is associated with the same topic. I argue, because 

Gabriela is surrounded by adults who often tell stories, she is fully aware of conversation 

strategies and uses them in order to get herself heard and her point across. 

Response to a Question. In this category. Response to a Question, Gabriela told twenty 

stories that served as replies to questions she was asked. The girls had ail shared stories 

about their special places and secret boxes during a discussion of El camino de Amelia 

(Altman, 1993). Gabriela told us a story about a box she had found in the dirt somewhere 

and how she'd taken it home, cleaned it up and placed some of her special belongings in 

it. Because this story was so involved and full of details we couldn't get straight, it 
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created some confusion because we weren't sure if Gabriela had buried the box or if she 

had misplaced the box. In an effort to understand this story Shayla asked, 

Sh- ^Entonces no pusiste nada? 
So, you didn 7 put anything in it. 

Ga- Si puse las cosas que yo hice. Pero en esa casita era el pi so de tierra, y escarbe, y 
luego lo tape y pense que lo iban a mirar, so con, con un, um, una caja y una caja 
puse la caja asi y luego puse una piedra adentro bien pesada y le dije a mi papa si 
me podia ayudar porque era mas fuerte y luego la pusimos asi y, y, y dijo mi papa 
-^Que poniste alii?- le dije -Ay no mas un hueso que me halle- Y me dijo -
^Estas segura?" y yo le dije que -Si- porque no le queria decir que escondi la 
cajita con todas esas cosas porque mi papa es capaz de, de, quitar la piedra, quitar 
la caja y escarbar y sacar las cosas. 

Yes, I put the things 1 made in it. But in that house, it had a dirt floor, and 1 dug 
and dug, then I covered it and I thought someone would see it, so with, so with, a, 
um, a box, with a box, I put the box like this, and then I put a heavy box inside it 
and 1 asked my dad if he could help me because he is much stronger than I am, 
and then we put it like this and, and, and, my dad said, "What did you put in 
there? " 1 said, "Oh, just a bone 1 found. " And he said, "Are you sure? " 1 said, 
"Yes Became I didn't want to tell him I had hidden a little box with all those 
things inside because my dad is capable of, of taking off the rock, taking out the 
box and digging and taking the things out. 

Shayla asked a very simple question, and Gabriela provided a straightforward 

answer, "Si puse las cosas que yo hice/ Yes, 1 put the things I made in if' however, she 

also attached a long and rather entangled story. It seems for Gabriela, that the story 

provided an explanation of the answer she offered; through the story Gabriela was able to 

provide us with the full picture, the 'whole story' as it were. I believe that in Gabriela's 

eyes there was no simple answer to such a complex situation. Gabriela's response needed 

to be qualified by providing a detailed account of the entire situation dealing with the 

box. 
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Stories She Needed to Tell. There were twenty-five stories in this Needed to Tell 

category, the most for any of the categories. The stories included in this section are those 

Gabriela told the group because, for whatever reason, she needed to. These stories are not 

necessarily connections to the text we are discussing or to something one of the girls had 

said. Prior to beginning the discussion of Pablo y Pimienta (Covault, 1994), Gabriela 

shared some upsetting news with me. During the discussion the girls had been sharing 

stories about being searched when crossing the border and Kati had shared a story of her 

older sister's unsuccessful attempt to cross the border. After a few moments of silence 

which is extremely uncharacteristic of our discussions, and particularly of Gabriela, I 

asked her if she wished to tell the group what she'd told me earlier that morning. Gabriela 

agreed and began telling the story of how her father had been caught by the Border Patrol 

(la migra) two days ago. 

Es que, pues, pasado, pasado ayer mi papa iba a ver una granja, y, um, estaba pasando 
una migra, mi papa le dio miedo, y, y la Migra le miro el carro que decia A til, porque 
era del Atil, alia lo compro, y lo llevo pa, lo, y se lo agarro y se lo llevo pa'ya para una 
casa donde estan muchas personas que han agarrado y lo van a mandar para Flora, 
digo para Flores o si no pa'l Atil. 

It's that, well, past, past yesterday, my dad was looking at a farm [to find work], and 
um, a migra was passing by, and my dad got scared, and, and the migra looked at the 
car that said Atil, because it was from Atil, he bought it there, and he [migra] grabbed 
him and took him there to a house where there's lots ofpeople that they've [migra] 
grabbed and they 're going to send him to Flora, I mean Flores or if not to Atil. 

Apparently, Gabriela's father was driving along a road somewhere looking for work 

when he was approached by la migra (La migra is the United States Border Patrol). 

Unable to find his 'papers' he was detained and sent to Florence, which Gabriela calls 

Flora or Flores, later to be deported. In a previous literature discussion, Gabriela shared 
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the story of her mother being assaulted on her way home with their brand new passports 

and 'papers'. Since we had all this background knowledge about the Montserrat family, 

our concern was that her father might in fact be deported. The girls continued asking 

questions and we all tried to reassure Gabriela that everything would be alright. 

Gabriela then told us her mother had contacted an attorney in order to help straighten 

this matter out, since her father did, in fact, have the right to be in the United States. 

Gabriela also told us her family had to pay $1000.00, money they did not have, in order 

for her father to be released, and proceeded to tell us about some of the issues they were 

having with their attorney. 

Porque um, pues um, tiene una abogada pero la abogada no lo esta ayudando, esta 
ayudando uno de dieciseis aflos que entro alii porque la migra lo miro asi 
endrogandose, y le pidieron su, la, el esa, esa, los papeles, y no tenia. 

Because um, well um, we have an attorney but she isn't helping him [her dad] 
because a sixteen year old was in there because la migra caught him like, 
drugging himself, and they [migra] asked him for the, the, the, the papers and he 
didn't have them. 

The girls continued asking Gabriela more questions about the specifics of her 

father's capture; questions she answered to the best of her ability. Through Gabriela's 

responses, it appeared evident that she must have overheard her mother and older family 

members discussing the issue at hand. 

Gabriela then told us she thinks she heard her mother crying this morning and added 

that she felt like crying now. She then informed us, "Yo ne le ago caso a mi mama, 

porque me dijo que no le dijera a nadie, y le dije a ustedes/1 don V listen to my mom, 

because she told me not to tell anyone, and I told all of you." This discussion took place 

two weeks before school ended, therefore we had spent a whole school year getting to 
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know each other, discussing books and issues of all sorts and creating many shared 

understandings, Gabriela's telling the group this story about her most horrendous life 

experience is a testament to the significance these type of discussions play in classrooms 

and children's lives. This discussion group ended with the girls organizing a vigil for 

Gabriela's father. 

Summary. Gabriela's chosen participation style was to tell stories. Gabriela's stories 

were generally about things that happened to her family members, even though most 

times she too was a part of the story. Her stories frequently took place in Atil, Mexico, 

where most of her family lives. Gabriela told a total of 67 stories throughout all seven 

literature discussions. Her stories served four main purposes; a connection to the text, a 

connection to something someone said, a response to a question, or a story she needed to 

tell. 

Discussion of Gabriela's participation in the literature discussions 

This profile examined Gabriela's use of story within the context of our small group 

literature discussions. Gabriela tells the stories of her life in order to construct meaning 

about the books and issues we are discussing; she does this through connecting to the 

text, connecting with what someone else has said, responding to questions and sharing 

stories she needs to tell. Engel (1995) believes, "It is through telling stories that children 

develop a personal voice, a way of communicating their unique experience and view of 

the world" (pp. 1-2). Gabriela's personal voice and manner of communicating her life 

experiences is expressed through telling stories. 
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Gabriel a comes from a family rich in the storytelling tradition, very similar to the 

Trackton families Heath (1983) discusses in Ways With Words. Gabrieia learned to tell 

stories by participating in actual storytelling events; she told us she would often sit on her 

tata's (grandfather's) lap and listen to him well into the night as he entertained the family 

with wonderfully exciting stories. Gabrieia is the younger sister of Isabela who was one 

of the focal children in Carmen Martinez-Roldan's dissertation (2000). Carmen described 

Isabela as someone with "a great ability to shape stories and to keep the attention of an 

audience" (p. 126). Gabrieia exhibits a similar zeal for storytelling. 

Gabrieia told long and detailed stories often, sometimes becoming so excited she 

seemed carried away in the story, almost as if she was reliving the events. I believe that 

telling these stories helped her make sense of these sometimes confusing events in her 

life as they provided her "with a more manageable intensity" (Engel, 1995, p. 45). 

Telling these stories allowed her to slow down the events and step outside of them, 

providing her with the opportunity to examine them with more scrutiny, thus allowing her 

to gain a better understanding, or at least a different interpretation. 

Engel (1995) considers, "For a child to feel a robust sense of power and ownership, to 

feel that he can tell all kinds of stories to express all kinds of meanings, he has to live in a 

place where people encourage him to tell stories" (p.20). Gabrieia has found this place in 

our classroom and specifically in our small group literature discussions. 
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Jomaira Randon 

Jomaira is the youngest of five children and has attended Wyman Elementary School 

since she was in PACE (Parents and Children in Education). Her family has lived in the 

Wyman neighborhood for quite some time and has formed extensive connections with 

other families in the area. Her mother is very active in our Parent Association and 

regularly visits our classroom. 

Jomaira's family, as the others in the study, maintains close ties with their extended 

family in Mexico; she visits during school vacations and on special family occasions. 

Although Jomaira was born in the United States, she speaks fondly and often of her 

parents' home town in Mexico. 

Jomaira as a Participant in the Classroom Context 

Jomaira is methodical learner; she forms her thoughts and opinions only after she's 

heard the pertinent information. Often times she can be seen just listening and watching; 

one can almost see the wheels turning as she is taking it all in. Jomaira is a cautious risk 

taker; she will volunteer for things only when she has an idea what may be expected of 

her. Jomaira does not like to do things incorrectly but is quick to point out when someone 

else has. 

Jomaira enjoys helping other children, even in English, her second language. Jomaira 

is an ELL (English Language Learner) with very strong dominance in Spanish, although 

she is able to read and communicate in English quite well. She feels strongly that 

Spanish needs to be allowed in the schools, "No es justo que a los de espanol le hagan 

hacer en ingles y a los de ingles namas en ingles/7/ '.v not fair that the Spanish [kids] have 
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to do English and the English only have to do English, although she understands the 

significance of learning English. Jomaira often questions the implications of learning 

English at the expense of Spanish. 

Jomaira is well-liked in our classroom and school in general and can be seen playing 

with children of different ages on the school playground. She works well in groups; she 

organizes and communicates expectations to group members giving extra attention to the 

children she feels need it. Jomaira loves coming to school; she enjoys everything we do, 

"tambien en ingles"/eve« in English. Her favorite time of the day is DEAR time where 

she can be found at the listening center or under tables reading chapter books with a 

friend or two. During DEAR time Jomaira often seeks out English readers with whom to 

share books. 

Jomaira participates in our Sharing Time activities, although not as often as the other 

girls. She tends to bring in artifacts such as gifts she's been given or things she's bought 

with her allowance and focus on these rather than share personal items such as 

photographs as the other girls in the study do. 

Jomaira's Participation Style in the Literature Discussions 

Jomaira was present for all seven literature discussions. Looking across the 

transcripts, I noticed a consistent pattern in her chosen participation style; Jomaira told 

the first story in most of our discussions with the exception of two. La Mariposa and 

Pablo y Pimient (In those two discussions she told the second story. ). Jomaira told a 

total of twenty-six stories as illustrated by Table 4.5 and, as also shown by the table. 



123 

Jomaira usually told four stories with the exception of El camino de Amelia and El canto 

de laspalomas where she told only three stories. 

Title of Book Occurence of Story Number of Stories 

Tomds 1 4 

La Mariposa 2 4 

Amelia 1 3 

Friends 1 4 

Radio Man 1 4 

Pablo 2 4 

Palomas 1 3 

Total 2"^=--2 26 

Table 4.5. Number and Sequence of Stories 

Jomaira's stories were usually about her family and for the most part, she included 

herself as a central character in the stories she told. Her stories captured the essence of 

what the author was trying to communicate in the particular part of the book she referred 

to while telling her story. Table 4.6 illustrates this connection Jomaira made with the 

author's intended message and her story. All of the stories Jomaira shared included her 

family in some capacity and were retellings of actual events she or a family member lived 

through. Several of the stories took place in her parents' home town of Empalme, Mexico 

and included members of her extended family. 
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Book Theme of page in book Essence of Jo's story 

Tomds Family literacy Family literacy 

La Mariposa No Spanish in school No Spanish in school 

Amelia Sense of belonging Favorite place 

Friends Fear, running from migra Fear, Running from migra 

Radio Man Time with family important Nana's house 

Pablo Traveling to pick crops Traveling in truck bed 

Palomas Family stories Spending time with family 

Tab e 4.6. Jomaira's storv connections 

Tommy la senora de la biblioteca. During the discussion of Tomdsy la senora de la 

biblioteca (Mora, 1997), Jomaira pointed to the page in the book where Papa Grande is 

telling Tomas and his brother a story while sitting under a tree. Jomaira told us her 

mother reads to her before going to bed at night here in Tucson and in Empalme, Mexico, 

"Nos leia alia afuera'VS/ie would read to us outside. She went on to tell us her mother 

usually tells stories in Empalme, but now in Tucson, "Namas me los lee" lS'//e only reads 

them. When asked why her mother no longer told her stories, Jomaira replied her mother 

prefers to read them so she can help Jomaira with her reading. 

La Mariposa. Jomaira connected on a very personal level with the issue of not being 

allowed to speak Spanish in school during the discussion of La Mariposa (Jimenez, 

1998). She was assigned to a Structured English Immersion (SEI) classroom for the first 

half of the first grade. Referring to the page in the book where Francisco is outside 
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playing with his friend and is approached by the teacher who scolds them for speaking 

Spanish, Jomaira shared, 

Esta parte me recordo de,de cuando yo estaba en primer con la Ms, Colla, y me 
toco en puras clases de ingles, y la Kati iba conmigo y luego, no nos pemitian 
hablar espanol, como a, al, Francisco tambien no lo permitian habiar en espafiol. 

This part reminded me when, when, I was in first grade with Ms. Colla, and it was 
totally in English, and Kati was with me and then, we weren V permitted to speak 
in Spanish, like, like, Franciso who also wasn'tpermitted to speak in Spanish. 

Although the circumstances surrounding Jomaira and Francisco's stories are not the 

same, they are similar; both are from poor families and both were banned from speaking 

Spanish in school. Jomaira was able to recognize this and make the connection to a time 

in her life when she lived through a similar situation. 

El camino de Amelia. While participating in the discussion of El camino de Amelia 

(Altman, 1993), Jomaira shared a story about finding her special place. She referred to 

the illustration in the text depicting Amelia sitting on the grass and told us about her 

special place, "Era alii donde, con mi perro, es que tiene un cuartito en su casita, alii yo 

me metia con eila, con mi perra" Ut was there, with my dog, it's that she has a little room 

in her house, and I would go in there with her, with my dog. Jomaira's special place is 

behind her house, a place she shares with her dog, Chata. She told us she would often go 

there and just think, "No mas nos sentabamos"/ we wouldjust sit there. 

Friends From the Other Side/Amigos del otro lado. Jomaira's connection during our 

discussion of Friends from the Other Side/Amigos del otro lado (Anzaldua, 1993) comes 

from a story her mother told her while they read the book. Long before she was born, she 
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tells us, her mother, father and two brothers, who were all bom in Empalme, Mexico 

were living here in Tucson without 'papers', 

Luego, urn paso la migra por la casa y luego, um, como nosotros todavia no 
viviamos en esta casa, um, viviamos en otra casa mas chiquita, y no habian 
muchas partes en donde escondemos, so, nos fuimos para, um, alia a una amiga 
de mi ma, que no vive en Tucson, vive alia como en Sahuarita. 

Later, um, the migra came by the house, um, since we didn't live in this house, 
um, we lived in another house, a smaller house, and there weren 't many places to 
hide, so, we went to, um, there to a friend of my mom's, that doesn't live in 
Tucson, she lives there, like in Sahuarita. 

Jomaira and her mother were discussing the page in the book where Prietita took 

Joaquin and his mother to seek shelter from la migra (U.S. Border Patrol) at the 

Curandera's (healing woman) house. Interestingly enough, Jomaira begins the story by 

telling us she wasn't bom yet but as the story continues, she includes herself as one of the 

characters who had to hide from la migra in Sahuarita. 

Radio Man. During our discussion of Radio Man (Dorros, 1993), Jomaira told stories 

more focused on spending time with family. She pointed to the page in the book where 

Abuelo was telling Diego of his village in Mexico and shared a story of one of the many 

times she spent at her nana's house in Empalme, Mexico. 

Como mi nana tiene una, una casa muy bonita y tiene asi como un porchecito, y 
tiene asi como una banquetita, asi muy altita, luego todos mis primos, y casi 
todos, todos mis primos salimos en la noche a platicar y luego um, los amigos de 
mis primos, como yo no tengo muchos amigos alia, pero tengo amigos pero, 
cuando, no mas me pueden ver cuando, en mis vacaciones, um, nos acostamos en 
esta, desda, alia, atras, del porche de mi nana y luego vamos la tuna, las estrellas. 

Since my nana's has, my nana's house is so pretty, and she has a porch and she 
has a bench, a tall one, then all of my cousins, and almost all of my cousins, all of 
my cousins go out at night to talk and later, um, my cousin's friends, since I don't 
have many friends there, I have some, but they only see me on vacations, um, we 
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lay on the thing, there, there in hack, on my nana's porch and then we see the 
moon and the stars. 

Jomaira's story was about spending time with her family in Mexico which she 

connected to the part in the book where Abuelo was talking about his village in Mexico. 

Her connection was made to one of the overall themes of the book, family. 

Pablo and I'imienta Pablo y Pimienta. While discussing Pablo andPimienta Pablo y 

Pimienta (Covault, 1994), Jomaira's story connected to the first page in the book which 

shows Pablo sitting in the bed of his father's old pick up truck. She tells us she was 

traveling with her family on the way back to Tucson and she remembers being in the 

back of her father's truck along with her sister and her cousins. "Traia una cosa para que 

no nos cayeramos o fueramos volando ni nada, y traia una cosa tapandonos"/rfere was 

something there so we wouldn 't fall out or fly out or anything, and we had a thing 

covering us. They continue driving along. Then all of sudden she says, the truck stopped, 

and since they were all covered up and couldn't see anything, they thought they were 

already across the border. "Le toco en rojo a mi pa, so lo pararon y quitaron la cosa que 

venia tapando a nosotros, y, y, luego le, se me hace que le dieron un ticket porque no nos 

podia traer asi en la caja"/ My dad got the red, so they stopped him and took off the thing 

that was covering us, and, and, later, I think he got a ticket because he couldn't have us 

hack there in the box. 

In the book, Pablo falls out of the truck bed as he is making his way to Phoenix with 

his father and uncle to the melon fields. Although no one falls out of the truck in 

Jomaira's story and they are'not traveling for work, she is connecting to the idea of 

hiding under a tarp while traveling with family, as Pablo did in the text. Jomaira's story 
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also connected to another illustration in the text depicting a couple of cars waiting to 

cross the border. The illustration includes a stop sign as well as the red and green lights; 

if the light is green, you go and if lands on red, you must stop for a search. Jomaira told 

us, "le toco en rojo'7/?e got the red, meaning her father had to stop for a search. 

Calling the Doves/El canto de las palomas. Calling the Doves/El canto de las palomas 

(Herrera, 1995) is full of family stories told by a little boy about his experiences as the 

child of migrant farm workers. Jomaira is not the child of migrant farm workers, 

however, she makes a connection vwth the book through telling her family stories. 

Jomaira's stories capture the spirit of family which is a significant part of the stories told 

in this book. 

While pointing to the page in the text showing family and friends gathered together 

under a tarp, Jomaira tells us a story which takes place in Empalme, Mexico at her tia's 

house. When her family visits Empalme, her tia often cooks breakfast which Jomaira 

loves but she has to eat outside, this she doesn't enjoy, "porque como hay muchas moscas 

y luego se para en mi comida, mejor me voy po'dQntm'"/because there are too many flies 

and then they get in my food, I'm better off inside. Jomaira's connection was to the 

warmth and delight she feels when she's with her family as the illustrator shows in the 

book. 

Summary. 

Jomaira's participation style in the literature discussions was to tell stories. Her 

stories were usually about her family and for the most part, she included herself as a 

central character in the stories she told. Jomaira's stories captured the essence of what 
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the author was trying to communicate in the particular part of the book she referred to 

while telling her story. Jomaira told a total of 26 stories. 

Discussion of Jomaira's participation in the literature discussions 

Jomaira's profile demonstrates the significance of family in her life as sharing family 

stories became her chosen participation style in our literature discussions. The 

connections she made to the books we read and the issues we discussed were made 

through stories about her family. Jomaira's stories were linked to the message the text 

and/or illustration were trying to convey; her stories were not told simply for the sake of 

telling a story, she had a reason for sharing her story. 

Young children's stories are often dismissed as "'simply cute and rather transparent, 

limited in meaning and complexity" (Engel, 1995, p. 3), however, if we take time to 

listen to the stories and try to understand them, we learn they are noteworthy. Their 

stories not only tell us about something or someone, more importantly, they acquaint us 

with the child sharing the story. In listening to the stories children tell., we gain a better 

understanding of who the child is, what they are thinking and wondering about and, the 

stories also give us an idea of how the child is experiencing and learning about the world. 

Jomaira's stories inform us she is learning about the world, related to border issues 

specifically, by living through many different experiences. Her wonderings and questions 

about the world come from direct experiences she's had and also from indirect 

experiences she's been told about. Jomaira's beginning understandings of the world 

around her are heavily influenced by these direct experiences, experiences often 
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considered harsh by many. These experiences and her beginning understanding of them 

shared in the form of a story, allow her a safe way to question her world. 

Jomaira's stories allowed us to see her "burgeoning sense of self and [her] developing 

relationship with the world" (Engel, 1995. p.3). Through the stories she told, Jomaira 

presented herself as a multifaceted person experiencing life with a story to tell and a 

world to understand. 

Cecilia Villa 

Cecilia Villa has attended Wyman Elementary School since Kindergarten; she 

attended a Head Start program at another location as did Gabriela and Kati. Cecilia is the 

oldest of four, after a very recent addition to the family, something that proved 

controversial for her. Cecilia lives with her mother and siblings in the same apartment 

complex where Kati lives. 

Cecilia's family, as all the others in the study, maintains close ties with their family in 

Mexico. One could argue Cecilia's ties are closer than the others since up until very 

recently her father was living in Mexico. Last year, Cecilia spent most of her Christmas 

break in Mexico with both her parents and siblings but because they had such a difficult 

time re-entering the United States then, the family opted to stay in Tucson this year. 

Cecilia spoke of this incident and many others related to the border during our 

literature discussions. Cecilia is the only girl in the discussion group to have participated 

solely in two discussions. The afore mentioned incident, the difficulty experienced in 

trying to re-enter the United States, greatly affected Cecilia's attendance and participation 

in our discussions. 
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Cecilia as a Participant in the Classroom Context 

Cecilia is an English Language Learner as the other girls and her language abilities are 

much stronger in Spanish, her first language. Cecilia works very hard at learning English 

because as she has often said, "Tengo que ayudar a mi ma "// have to help my mom. 

Cecilia understands a lot more English than she is able to produce at the moment. Cecilia 

has a positive attitude towards bilingualism; she will not, however, give up her Spanish as 

she was forced to do in the first grade when she was part of the SEI (Structured English 

Immersion) classroom, 

Cecilia is cautious when providing responses or asking questions; one can almost see 

her thinking through her response. She likes to be certain she knows exactly what is 

being asked of her before she provides a response, although I would certainly consider 

her a risk taker. Cecilia is confident in her abilities in the areas of the Language Arts, but 

she is a little unsure and can be hesitant in the area of Science. 

Cecilia can be determined when she feels strongly about an issue and will not easily 

be swayed. She is able to provide strong arguments supporting her stance and welcomes 

a challenge. Cecilia presents a strong front most of the children back down from, 

however; there is the occasional child who will challenge her. If the child is proven 

correct, Cecilia graciously acknowledges this and moves on unbothered. 

Cecilia enjoys reading and listening to the various books we have on tape, as do all of 

the children and particularly the girls in this study. She, like Kati, takes pleasure in 

listening to the songs sung by Jose Luis Orozco, and often says, "Me recuerdan de las 

canciones de mi wmC'IThey remind me of my grandma's songs. 
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Cecilia takes great pride in submitting neat and accurate work; she once tore up a 

letter because it was too sloppy, even though as I reminded her, it was simply a draft. 

Cecilia is neat and organized although not to the point of obsession, she is extremely 

responsible and takes all tasks very seriously. Cecilia has a good sense of humor and 

often tells chhtQ^jokes and cmntoslstories she's read or has been told. 

Cecilia takes pleasure in our daily Sharing Time; a time when all of the children are 

focused solely on her. Just like Shayla and Gabriela, her name is frequently seen on the 

Sharing Time Sign-up Sheet. Cecilia brings in artifacts such as family photos, gifts she's 

been given and she even brought in her mother's sonogram! During Sharing Time, if 

Cecilia sees no one's hand is up and ready to ask a question, she'll ask the first question 

so as to start the ball rolling. She once said she would feel sad if no one asked her a 

question, so she always has one ready. 

Cecilia's Participation Style in Our Literature Discussions 

Cecilia was only present for two discussions. Friends From the Other Side/Amigos del 

otro lado (Anzaldua, 1993) and Radio Man (Dorros, 1993). As I alluded to earlier, the 

spring trimester proved to be challenging for Cecilia in the realm of her personal life. 

Cecilia was absent from school for almost three weeks after the Christmas holiday 

because as she later informed me, she was unable to make it back into the United States. 

Cecilia and her sister were finally able to make it across the border but they had to leave 

both their mother and father behind. For almost six weeks while her parents tried 

unsuccessfully to cross the border, she and her four-year-old sister lived with their elderly 

grandmother. 
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I believe this circumstance coupled with the impending arrival of a sibling caused 

Cecilia much stress; she was agitated and often distant Because she was behaving so 

uncharacteristically, I asked Cecilia if there was anything she wished to talk about. Very 

matter-of-factly, Cecilia informed me she would not love the baby her mother was going 

to have because it was not her father's baby. She and I discussed this matter at length 

and thankfully the situation was no longer an issue. (Her brother was bom over the break 

and she is a very proud and loving big sister.) 

These issues all contributed to the manner in which Cecilia participated in our 

literature discussions. Cecilia told stories in our discussion group, however, her stories 

differed from the ones toid by the other girls because of the content she chose to share. 

Cecilia's stories seemed to tell the story of her life; she appeared to tell her stories as a 

way of making sense of her tumultuous young life. 

Cecilia is a stoiyteller. In the two discussions in which she participated. Friends from 

the Other Side and Radio Man, she told a total of sixteen stories (Table 4.7). Cecilia's 

stories differed greatly from the ones told by the other girls in the group. The content of 

her stories was more serious and at times seemed disturbing, although it should be known 

Cecilia was never in any apparent danger. 

Title of Book Number of stories 

Friends from the Other Side 10 

Radio Man 6 

Total 16 

Table 4.7. Number of Stories 
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The stories Cecilia told during the two literature discussions reflected the chaotic 

nature of her young life. Her stories touched on serious issues; issues that may be 

considered taboo for talking about in school, but nonetheless necessary for Cecilia to talk 

about in order to try and make some sense of what was happening in her life. After 

careful analysis of the sixteen stories, I noticed a common thread that held them all 

together; family issues. Within this larger category of Family Issues were recurring 

themes. Spending time with family. La Frontera, and Societal Problems. Table 4.8 shows 

the distribution of the stories: Spending tTime with family has four stories. La Frontera 

contains five stories, and Societal Problems contains the most, seven. 

Theme Number of Stories 

Spending time with family 4 

La Frontera 5 

Societal Problems 7 

Total 16 

Table 4.8. The Categories 

Family Issues: Spending Time with Family. Spending Time with Family includes stories 

where Cecilia is in Nogales, Sonora either with her father or with her extended family. 

While discussing Radio Man (Dorros, 1993), Cecilia focused on the page where Diego, 

his tata and his friend David are in the fields picking cabbage. She recalled a time when 

she had gone to work with her father in the fields in Mexico. She told us there were 

about ten long rows of cabbage he had to pick and as soon as he finished those, "le 

ponian rm&'lthey'dput more^ for him to pick. 
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She also told us, her father bought her a radio, like Diego's, 

Ast no mas de prenderlo y fui alii con el y, y, um, agarraba fruta y le ayudaba, y, pero 
me sentaba porque me cansaba, me sentaba a oir el radio. 

Just those that you turn on, and I went with him [to the fields] and, and, um, 1 picked 
fruit and I helped him, and, hut I would sit down because I'd get tired, I'd sit to listen 
to the radio. 

Later Cecilia added she often fell asleep in the fields and would awaken to find herself 

covered with coats. 

Cecilia's connection to the book was to share a story about her personal experiences 

working in the fields with her father. Although this setting, agricultural fields and child 

labor, may not seem ideal for some, for Cecilia its significance lies with the fact she was 

with her father and she was helping. Helping appears to be a significant issue for Cecilia; 

she mentioned her need to leam English in order to help her mother and in this story she 

goes to work in the fields to 'help' her father. 

La Frontera. This category. La Frontera, contains stories that present la frontera, the 

border, as a problem for Cecilia's family. Cecilia begins by sharing a story explaining 

her excessive absences from school right after the long Christmas break, "Dos semanas 

cuando faile es porque mi pa no me pudo cruzar sin mi ma porque mi ma no tenia 

pasaporte'V/Wo weeks I was absent was because my dad couldn V cross me over with my 

mom because she didn't have a passport. This story would set the tone for the type of 

story shared in this particular category. 

Later, while looking at the illustration depicting Diego's family driving through the 

desert at night Cecilia shared an account of her father's unsuccessful attempt at crossing 
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la Frontera. Cecilia's story paints a rather vivid picture of la frontera and also presents 

her beginning understanding of what la frontera is and what it signifies, 

A mi este me recordo de, de un desierto que hay en Nogales cuando quieres pasar para 
aqui, Estados Unidos. Cuando quieres pasar para aca, hay un desierto que le dicen um, 
la Frontera, um tienen que pasar pero no es igualito a este, tiene de- estas de- todas 
partes. Y luego en la noche no se puede ver y luego alii hay cercos y todo, y mi pa 
cuando no se, cuando hay dos migras, y estan parados alii al lado del cerco. Y luego 
tienen, tienen, unos perros para, para que no se pasen y luego se despiertan los perros, 
le ladran. Y a mi pa lo agarraron y lo echaron pa'tras, so y luego cuando fue para atras 
tenia todo raspado los pies. Y los tenis, se, se, se quedaron alia en otra parte tirados y 
tenian, cuando llego a Nogales, venia, estaba todo raspado de los pies, y la cara y todo, 
y luego ni nana lo empezo a curar y cuando vine estaba dormido con los pics, estaban 
llenos de cayos y todo. 

This reminded me of, of a desert there in Nogales, when you want to pass over here, to 
the United Status. When you want to pass over here, there's a desert they call, um, the 
Frontera, um, and you have to pass it but it's not the same as this one [pointing to the 
hook]. There's, there's all over. And then at night you can't see and then there \s a 
fence all over and my dad, when he, when there's two BP agents, and they 're standing 
there next to the fence. And then they have, they have dogs, so, so you can't cross 
over and if you wake the dogs, they bark And my dad, they grabbed him and sent him 
back, and then when he went back [home] his feet were all scraped. And his sneakers, 
they, they, stayed over there, thrown somewhere and they had, when he got to 
Nogales, he was, his feet were all scraped, and his face and all of him and then when 
my nana started to cure him, I came and he was asleep with his feet full of calluses 
and all. 

Cecilia's story provides us with the reality of her life, and that of many other Mexican 

and Mexican-American children living in the United States. Her parents are not U.S. 

Citizens, they do not have papers and are not allowed to enter the United States legally. 

Every time Cecilia's parents venture back to Mexico, they must figure out a way to gain 

entry into the United States because they have made a conscious decision to raise their 

children in the United States while at the same time keeping close ties with their native 

land and extended family. As a result, Cecilia must deal with the consequences which are 
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never pleasant. The issues surrounding la frontera are a very real part of Cecilia's life and 

as such affect every aspect of her life. 

Societal Problems. In Societal Problems Cecilia confronts various issues some may 

consider unmentionable for discussing in school. A recurring theme in many of these 

stories was the use of alcohol by the adults in Cecilia's life. At this time, it is worth 

repeating, Cecilia was never in any harm. 

During a discussion of Friends From the Other Side Amigos del Otro Lado (Anzaldua, 

1993), Cecilia shared a story of one night's events. A couple of her mother's friends 

came over to their apartment and began socializing. Rather than go off to bed as her little 

sister had done, Cecilia stayed up with the adults. She tells us there was beer and at one 

point a woman became dizzy because she'd had too much to drink. Cecilia finally fell 

asleep but was awakened by some yelling- jNo, estas loca!A4re you crazyl Her mother 

was shouting at the woman. Cecilia's little sister had been the first awakened by the 

yelling and was crying for milk. Cecilia's mother was arguing with her friend because 

she suggested she [Cecilia's mother] leave the girls in the apartment [with the others] 

while they went out for the milk. Cecilia, her sister and her mother all go out to the store 

to buy the milk and we learn upon their return, "mi ma corrid al seftor y a la 

muchacha"/w>' mother ran out the man and woman. 

Later in this discussion, the girls talked about the similarities and differences they 

found between prisons in the United States and Mexico. Cecilia's contribution to the 

discussion was to talk about her uncle; she has an uncle who gives her many nice things 

like jewelry and toys then at a later date asks for the things and pawns them. When asked 
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why he does that she responded, "Sabe, porque cuando anda boracho. Me regal a cosas 

cuando anda bien y cuando anda boracho me las impena/1 don't know why. He gives me 

things when he's fine and then when he's drunk, he pawns them. Cecilia's connection to 

the girls' stories may come from her sense of what's right and wrong; giving a gift is 

'right' and taking it back is 'wrong', drinking is 'wrong'; therefore he (her uncle) should 

receive consequences. Perhaps in sharing this story, Cecilia was trying to make sense of 

this unpleasant situation by ordering it and attaching her own consequence, 

imprisonment. 

Summary. Cecilia was only present for two of the total seven literature discussions. 

Cecilia's chosen participation style was to tell stories; in the two discussions in which she 

participated she told a total of sixteen stories. Her stories differed greatly from the ones 

told by the other girls in the group. The content of her stories was more serious and at 

times seemed disturbing, although it should be known she was never in any apparent 

danger. 

Discussion of Cecilia's participation in the literature discussions 

Cecilia's profile presented us with the realities of her tumultuous young life. Through 

the stories she told, Cecilia provided a window through which to see some of the events 

which shape her life at the moment. Cecilia's stories not only articulated the confusion 

she was living with but also the resolve she has to help her family succeed with their dual 

life in the United States and in her parents' home of Mexico. 

Peterson and Beds (1990) believe, 
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Each reader interprets the text in the light of his lived or imaginary lives, culture, 

background, hopes, fears, and at times guilt. Just as each story has its own voice, 

each reader hears that voice in his or her own way. (p. 13) 

By providing situations and contexts similar to what Cecilia was living through, the texts 

we discussed afforded her the opportunity to examine her life and share her questions, 

fears and hopes through the use of her stories. Cecilia built an interpretation of the text by 

connecting the story she heard the author tell with stories from her life. 

Engel (1995) considers, "We tell stories about our personal experiences to relive them, 

share our experiences with others, communicate information about ourselves to others, 

master emotions connected to the experiences, and solve cognitive puzzles" (p. 85). 

Cecilia's stories combine these attributes although I believe the stories are an attempt to 

'master emotions connected to the experiences' and to understand the event itself. By 

retelling stories of sometimes unpleasant events, Cecilia was able to distance herself from 

the emotions she was feeling at the time in order to understand the emotions and the 

event. Rather than see the event tangled up with emotions, separating both allowed her to 

see them independent of each other, thus enabling her to critically analyze both event and 

emotion. 

The distance created by separating emotion and event may have allowed Cecilia to 

examine connections between people and emotions, people and events, emotions and 

events and between all three: people, emotions and events. This independent examination 

of emotion and event may help her recognize their significance and the role they may 
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play in her later adult life. Cecilia's stories are a way for her to understand her turbulent 

life at the moment. 

Kati Salvo 

Kati Salvo has attended Wyman Elementary School since she was in Kindergarten. 

Kati, unlike the other girls, did not attend a pre-school program. Kati is the youngest of 

four and became an aunt a couple of years ago; up until then she was the youngest in the 

family. Although the Salvo family has lived in the Wyman area for quite some time, they 

are considering a move to a mobile home park further south. Presently they live in an 

apartment complex that doesn't provide them with the peace and quiet they would favor. 

Talk of this impending move has Kati somewhat upset. 

Kati's family maintains ties with Mexico since their extended family lives there. Kati 

visits Nogales, Mexico during school vacations and on some weekends. While there she 

spends time with her older brother, his wife and their two-year old son, Kati's nephew. 

During our literature discussions Kati spoke of adventures her brother has had with la 

migra as he tries, unsuccessfully, to make it across the border and into the United States 

with his family. 

Kati as a Participant in the Classroom Context 

Kati is an ELL, an English Language Learner, as classified by TUSD. Kati's language 

skills are stronger in her first language, Spanish. Although she does understand most of 

what is said in English, she communicates more effectively in Spanish. Kati is reading 

below grade level in Spanish and well below grade level in English, as evidenced by her 

performance on the Developmental Reading Assessment (DRA). She greatly enjoys 
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working with her Guided Reading Group; there are only two other children in the group 

and we read in Spanish. During this small group time, Kati participates actively and will 

take risks. 

Kati is the smallest child in our class and enjoys the protection she is given by the 

children, especially when they are on the playground. When she isn't in the right frame of 

mind, however, she'll tattle on anyone who she feels is picking on her. Kati can be very 

determined and tries to get her way when working with the children. She is the youngest 

of four and physically the smallest; therefore she very often gets what she wants at home. 

While working in groups, Kati assumes several different roles. She scolds the 

children, she participates and cooperates with the group or she sits back and lets the 

others do all the work, even though she appears to be working. Keeping all of this in 

mind, it is interesting to note she is well liked by her classmates as evidenced by a 

sociogram. 

Kati enjoys listening to books on tape, particularly the Spanish songs written and sung 

by Jose Luis Orozco. She can be found at the listening center three out of five days a 

week during Drop Everything And Read (DEAR) time. Every now and then she will 

choose to read an English book at which time she'll ask one of the bilingual children to 

read with her. 

In whole class experiences Kati can be a quiet student; she is not a risk taker and will 

not usually actively participate. She'll infonn me, "I need more time to think", and when 

I do come back to her, she'll repeat something that's already been said and appears 

uncomfortable. However, in small group experiences she is quite different- she will 
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volunteer questions, answers, comments and is extremely comfortable. It is in these 

small group experiences she tends to boss the children around, especially when the group 

work is in Spanish. Kati, therefore, is much more comfortable in small group situations 

especially when they are conducted in Spanish. 

Kati's Participation Style in our Literature Discussions 

Small group literature discussions are one of Kati's preferred classroom experiences. 

They are conducted in Spanish and there are no more than five children in the group. She 

shared her opinions, asked questions, made comments and was extremely comfortable 

while taking part in our discussion groups. Kati often challenged the girls indicating she 

was confident in her role as a group member whereas in other classroom experiences, as 

discussed above, she took a more passive role. 

Looking across all seven discussions Kati participated in during the spring trimester, 

her chosen style of participation was to share stories. The type of stories she told were 

those where she placed herself or a family member, usually her sister, in a situation or 

position paralleling that of the main character in the book we were discussing. There is 

only one exception to this finding during the discussion of Pablo and Pimienta/Pablo y 

Pimienta (Covault, 1994) when she told stories of experiences her family had with la 

migra, experiences which were not explicitly mentioned in the book. 

The stories Kati told in our discussions mirrored an event or circumstance similar to 

one the main character in the book experienced at one point in the story. She made 

connections with the various books we discussed by placing herself or a family member 

in situations which paralleled those of the main character. It is my impression that these 
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stories Kali told about her family members are fictional accounts. The transcripts reveal 

Kati placed herself in the stories she told fewer times than she did a family member. 

Tomds y la senora de la hiblioteca. During a discussion of Tomds y la sehora de la 

bihlioteca (Mora, 1997) Kati shared a story where her sister was sent to the public 

library, in the same way Tomas was in the book, to find new stories to tell the family. 

The Book Kati's story 
Papa grande smiles and tells Tomds he 
knows all of his stories. But the library, 
says papa grande, is full of stories. He tells 
Tomds he is old enough to visit the library 
alone and that he will now teach the family 
new stories. 

Esta parte me recordo cuando, cuando yo 
tenia cuatro anos que mi papa y mi tata le 
dijo a mi hermana que vaya a la biblioteca 
para que, para que el la cheque libros y que, 
que clla sea la nueva cucntista que diga 
todo. 

This part reminds me when, when I was 
four years old and my dad and granddad 
told my sister to go to the library so she, so 
she could check out books and, so she 
could be the new storyteller and fell all. 

Figure 4.1. Tomas and the Library Lady 

As we see in Figure 4.1, the text tells us Tomas was sent to the iibraty by his 

grandfather because he knew all the stories his tata would tell them. In Kati's story, she 

tells us she was four years old and remembers her older sister being sent to the library to 

check-out books so she can become the new family storyteller. Kati does mention herself 

in this story, she is only a very minor character; her sister is the main character, the one 

chosen to be the new family storyteller. Kati has made a connection to the significance of 

storytelling for Tomas' family. 
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La Mariposa 

The Book Kati's story 

Unable to understand English, Francisco 
becomes attached to the class caterpillar. 
On the day it transforms into a butterfly, all 
of the children are outside surrounding the 
jar carrying the butterfly. Francisco is 
asked to set it free. 

Este me recordo cuando mi nana tenia una 
mariposita, y, y todos los ninos venian para 
verla y siempre le, yo cuando estaba como 
el, no sabia hablar en ingles, poquito no 
mas entendia, y un dia dejamos ir la 
mariposita. 

This reminds me when my nana had a 
butterfly, and, and all the kids would come 
to look at it and always, I was like him, I 
didn't know how to speak English, only 
understand a little bit, and one day we let 
the butterfly go. 

Figure 4.2. Mariposa 

In the book, La Mariposa (Jimenez, 1998), Francisco, the son of migrant workers, has 

just arrived in a new city and Francisco has been sent to school. He speaks no English 

and comes home with headaches everyday because he is concentrating so hard on what 

the teacher is saying. He has become a good artist and even ends up winning a blue 

ribbon for one of his illustrations of a butterfly. Kati's story connects to the butterfly and 

the inability to speak English, this time by including herself and her grandmother in the 

story (see Figure 4.2). 
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El Camino de Amelia 

The Book Kati's Story 

Amelia asks her mother where she was 
bom. Her mother thinks a while and 
responds it must have been in Yuba City 
because she remembers picking peaches. 

Esta parte me recordo cuando, cuando mi 
hermana estaba como la Amelia y le 
pregunto a mi mama en donde nacio y mi 
mama no mas le dijo tambien a mi papa 
que le dijo a mi tio, como el trabajaba en 
'migrant workers', le dijo a mi tio, pero mi 
tio no sabia, entonces no m^ le dijo mi 
mama que, que no mas sabia en cual 
vegetal o fruta. 

This part reminded me when, when, my 
sister was like Amelia and she asked my 
mom where she was born and my mom just 
told her, my dad too who asked my uncle, 
since he worked en migrant workers, but 
my uncle didn V know, and then my mom 
just said, that, that she only knew in what 
fruit or vegetable. 

Figure 4.3. Amelia's Road 

In the book. El camino de Amelia (Altman, 1993), Amelia is sitting in a chair as her 

mother combs her hair. Amelia's brother is playing with a ball and her little sister with a 

doll. Her father is there too, looking over at Amelia and her mother, while playing with 

her little sister. Amelia asks her mother where she was bom and after a while her mother 

replies she thinks it was in Yuba City because "we were picking peaches." Amelia's 

father agrees and adds, "That means you were bom in June." Amelia takes a breath as she 

reflects that most parents remember days and dates while hers remember crops. 

Kati's stoiy is similar as her mother, just like Amelia's, only remembers events by the 

crops they are picking. Kati does, however, add one character, an uncle, in the story she 

tells. In this story Kati says, 'my sister was just like Amelia' as she is making a direct 
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connection to the main character in the story and making that connection clear (See 

Figure 4.3). 

Friends from the Other Side/Amigos del otro lado 

The Book Kati's story 

Prietita, Joaquin and his mother enter the 
Curandera's house. She hides them from la 
Migra who is patrolling outside. 

Esta parte le recordo a mi mama cuando 
ella se estaba escondiendo de la migra 
porque ella, se estaba escondiendo de la 
migra porque ella no tenia papeles y de 
todos modos la, la, cuando se escondio, de 
todos modos la agarro la migra. 

This part reminded my mom when she was 
hiding from la migra because she, she was 
hiding from la migra became she didn 't 
have papers and anyway they, they, when 
she hid, anyway la migra grabbed her. 

Figure 4.4. Friends From the Other Side 

In the book. Friends from the Other Side/Amigos del otro lado (Anzaldua, 1993), 

Prietita and Joaquin were playing loteria when a woman came by shouting la migra (U.S. 

Border Patrol) was coming. Concerned for her new friend and his mother, Prietita takes 

them to la Curandera's house; she will know how to protect them from la migra. Kati 

story tells us her mother hid from la migra because she didn't have papers and, try as she 

might, she was still caught. In this case, Kati tells a story mirroring the events of the 

book, however, this is a retelling of a story she was told by her mother about an 

experience her mother had with la migra (See Figure 4.4). 
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Radio Man 

The Book Kati's Story 

Diego walked to school with his cousin's 
everyday. 

Este me recordd porque a veces yo y ellas, 
las tres nifias, yo y ellas dos nos vamos 
caminando para, para aca, para la escuela. 

This reminded me, because sometimes, me 
and them, the three of us girls, me and the 
two of them we come walking over, over 
here, over here to school. 

Figure 4.5, Radio Man 

In the book. Radio Man (Dorros, 1993), there's an illustration of Diego and his two 

cousins walking to school together. Kati's story, Figure 4.5, indicates that she walks to 

school with two friends. These two friends she walks to school with live in the same 

apartment complex and their parents take turn walking the girls to school. 

Pablo and Pimienta/Pablo y Pimienta 

The Book Kati's Story 

Illustration shows two federales at the 
customs building waving a truck through. 

Un dia cuando yo iba con ella, y su esposo, 
I'bamos alia y um, no nos agarro la migra. 
Estaban unos amigos de mi hermana um, 
nos dieron un ride para llegar hasta aili, 
pues no a la, a la, no mas alia donde 
esta para dar el pasaporte. 

One day when I was with her, and her 
husband, we were going there, and um, the 
migra didn 7 get us. My sister's friends 
were there um, they gave us a ride to get 
over there, only to, the, the, only to the 
place where you show your passport. 

Figure 4.6. Pab. 0 and Pimienta 

The illustration Kati connected to in the book, Pablo and Pimienta Pablo v Pimienta 

(Covault, 1994) shows a truck at the border crossing being waved through while another 
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federal and a dog appear to be keeping guard. Kati tells us in her story that she, her sister 

and husband, tried to make it across the border and it seems they were chased by la migra 

(See Figure 4.6). Luckily she and sister got a ride to the border with some friends. Once 

there, the only one allowed to enter the United States was Kali because she was the only 

one with a passport, "Y namas me llevaron a mi para acaJAnd they only took me over 

here 

Calling the Doves/El canto de las palomas 

The Book Kati's Story 

"It's time to settle down. It's time Juanito 
goes to school". 

Esta me recordo de cuando, sabe cuando 
fui a la casa de mi tia, cuando me hice esta 
cortada, mi tia me, mi tia, la nina que tiene 
que ir a la escuela, pues, tenia que ir a la 
escuela la mas Chiquita que tenia que ir a 
la escuela, y la nina no, ya esta un poquito 
mas grande y por eso la van a mandar a la 
escuela como yo. 

This reminded me of when, you know when 
I went to my aunt's house, when I got this 
cut, my aunt, my aunt, the girl has to go to 
school, well, she had to go to school, the 
younger one had to go to school, she's a 
little bigger now and that's why they 're 
going to send her to school like me. 

Figure 4.7. Ca line the Doves 

In the book. Calling the Doves El canto de las palomas (Herrera, 1995), the author 

tells us the family has decided it is time to stay in one place because Juanito is old enough 

to go to school. Kati tells this confusing story. Figure 4.7, of an aunt whose little girl 

needs to go to school too, just like Kati. Rather than say 'Vuv/ like Juanito", which she 
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has said in other discussions, (i.e. just like Amelia in Amelia's Road) because he is the 

one going to school in the book, Kati focuses the attention on herself. 

Summary. Kati told stories during the seven literature discussions. Her stories mirrored 

an event or circumstance similar to one the main character in the book experienced at one 

point in the story. She made connections with the various books we discussed by placing 

herself or a family member in situations which paralleled those of the main character. It 

is my impression that these stories Kati told about her family members are fictional 

accounts. The transcripts reveal Kati placed herself in the stories she told fewer times 

than she did a family member. 

Discussion of Kati's participation in the literature discussions 

In all of the stories presented above, the events Kati shared in her stories mirrored the 

events the main character in the book we were discussing was living through. For the 

most part, the stories were direct connections paralleling the events in the particular book. 

For example, Kati's sister was sent to the public library to learn new stories like Tomas, 

in Tomdsy la senora de la hihlioleca (Mora, 1997). I believe the stories Kati told 

represent fictional events. It seems too coincidental that her life would so closely mirror 

the events of the main character in each of the seven different texts we discussed. 

Engel (1995) discusses the notion of echoing as a, "... process of repeating and 

simultaneously subtly transforming what one is repeating" (p. 175). I argue Kati did this 

consistently in all seven literature discussions. Her connections were made by repeating 

what she knew about the main character and what was happening in the book and then by 

transforming it to include a family member, or herself, as the protagonist in a story 
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reliving very similar events. It appears in order for Kati to understand the book, she 

needed to put herself in it somehow; by telling stories that directly related to the events in 

the book and including her family members in those stories. 

Engel (1995) later describes several different types of echoing, content, theme, tone, 

meter, and imagery. Echoing Content occurs when the content of the story is borrowed. 

Echoing Theme takes place when the theme of a what has been heard is borrowed. 

Echoing Tone happens when the tone of what is heard is borrowed. Echoing Meter is 

when the "rhythm and configuration of lines" (p. 179) is borrowed and finally. Echoing 

Imagery is when the focus is on "imagery and sensuous detail" (p. 179). 

I consider Kati's echoing a combination of content, theme, and tone. Most of the 

stories she told contained similarities to the theme, lone and particularly the content the 

author created in the particular scene she connected to. Table 4.9 outlines Kati's echoing 

in the seven literature discussions. The focus for the comparisons shown in the table is 

between the book and the specific story Kati told at the time. 
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Title of 

Book 

Content-
Book 

Content-
Kati 

Theme-
Book 

Theme-
Kati 

Tone-
Book 

Tone-
Kati 

Tomds Tomas 
new 
storyteller 

Sister, 
new 
storyteller 

family family hopeful hopeful 

Mariposa Francisco, 
no 
English & 
butterfly 

Nana, 
Kati 
no 
English, 
& 
butterfly 

feeling 
left out, 
not 
belonging 

not 
belongin 
g 

fear, 
confusion, 
isolation 

confusion 

Amelia Amelia 
and 
birthplace 

Sister and 
birthplace 

belonging belongin 
g 

melanchol 
y 

melan
choly 

Friends Hiding 
from la 
migra 

Mama 
hid from 
migra 

survival survival fear fear 

Radio 

Man 

Walking 
to school 

Walking 
to school 

friendship 
family 

friend
ship, 
family 

content content 

Pablo At border 
crossing 

Trying to 
cross 
border 
with 
sister 

family, 
survival, 
perser-
verance 

family, 
survival 

sadness sadness 

Palomas Time to 
start 
school 

Time to 
start 
school 

belonging belong
ing 

Time to 
settle 
down and 
belong to 
one place 

pleasant 

Table 4.9. Ec loina to specific scenes in book. 

The stories Kati told during our literature discussions imitated the actions, tone of the 

story and theme expressed by the author in the particular page she pointed out as she told 

her story. It seems to have been necessary for Kati to connect to the books in this manner 

in order for her to make meaning or gain an understanding of what was going on in the 

book. 
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Kati appears to have created distance between herself and the events she described in 

her stories. She was recounting experiences, she wasn't reliving them. The stories were 

told very matter-of-factiy and without emotion. She simply appeared to be relaying 

information. When recounting an experience you tell what happened, imagine a 

newscaster reporting on a story. They tell the facts and attach little or no emotion to it. 

The story is a thing they have no personal interest in, whereas, in reliving an experience 

one is filled with emotion and it appears you have placed yourself back in the situation 

recreating similar feelings, or creating new ones, nonetheless, showing emotion because 

it is something that matters to you. For example, in the discussion of Tomdsy la senora 

de la biblioteca (Mora, 1997), Kati told the story of her sister being sent to the library to 

become the new family storyteller. It was told very matter-of-factly; she was just telling 

us something that had happened in her life and there seemed to be no emotional 

connection to the stoiy or the situation. 

Kali's stories were retellings that mirrored the events in the books we were discussing. 

Even though she placed herself and/or family members in the stories she told, Kati 

maintained a spectator role throughout the discussions. She is as Britton (1970) explains, 

" on holiday from the world's affairs... vividly reconstructing [experiences] -but 

experiences in which [s]he is not taking part" (p. 104). 

Kati believed she was actively participating in the discussions because she was acting 

like the other girls: sharing stories, 'reconstructing experiences,' asking questions and 

listening to the other girls. The stories she told did connect to the book we were 

discussing, so she was aware she needed to connect to the text but she doesn't seem to 
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have connected to the books or discussions as emotionally as the other girls, as a 

spectator she had no emotional stake in the discussions. For example, while discussing 

El camino de Amelia (Altman, 1993), she told us her sister asked her mother where she 

was born. Her mother replied, as Amelia's parents did in the book, that she only knew in 

what fruit or vegetable. 

Engel (1995) believes, "Characteristics of those stories that mirror or match the stories 

they heard or read are one indication of what they have internalized" (p. 175). Kati 

responded to the tone of the events that were taking place in the book by creating stories 

that captured a similar tone and content which demonstrated what she had internalized in 

that particular literature discussion. 

Discussion of Las Ninas' participation in the literature discussions 

The profiles created a context for understanding each of the girls as individuals in 

order to explore their stances in our literature discussions. Through the profiles I 

discovered the various stances the girls took in the discussions and I also learned about 

the meaning behind each girl's stance. As demonstrated by Table 4.10, four of the five 

girls' chosen stance was to tell stories to express their understandings of the text and of 

their lives and only one, Shayla, chose to use questions. 
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/ms ninas Their stance 

Shayla Questions 

Gabriella Stories 

Cecilia Stories 

Kati Stories 

Jomaira Stories 

Table 4.10. Ninas and stances in literature discussions 

Shayla told stories in our literature discussions. Since one of her major goals in the 

discussions was to maintain the floor, she realized early on that the best way to do this 

was through asking questions. Shayla's chosen participation style in the seven literature 

discussions was to maintain the floor by asking questions. Two types of questions were 

identified; Probing Questions and Clarifying Questions. 

Gabriela's chosen participation style was to tell stories. Gabrieia's stories were 

generally about things that happened to her family members, even though most times she 

too was a part of the story. Her stories frequently took place in Atil, Mexico, where most 

of her family lives. Her stories served four main purposes: a connection to the text, a 

connection to something someone said, a response to a question, or a story she needed to 

tell. 

Jomaira's participation style was also to tell stories. Her stories were usually about 

her family and for the most part, she included herself as a central character in the stories 

she told. Jomaira's stories captured the essence of what the author was trying to 

communicate in the particular part of the book she referred to while telling her story. 
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Cecilia was only present for two of the total seven literature discussions. Cecilia's 

chosen participation style was to tell stories. Her stories differed greatly from the ones 

told by the other girls in the group. The content of her stories was more serious and at 

times seemed disturbing, although it should be known she was never in any apparent 

danger. 

Kati also told stories during the seven literature discussions. Her stories mirrored an 

event or circumstance similar to one the main character in the book experienced at one 

point in the story. She made connections with the various books we discussed by placing 

herself or a family member in situations which paralleled those of the main character. 

Table 4.11 provides a brief summary of the various functions the girls' stories and 

questions served in our literature discussions. 

Las Ninas Function of question and/or story 

Shayla To maintain floor 

Gabriel la CT, RQ, NT, SS 

Cecilia To understand her life 

Kati Mirror events of book, placing self in story 

Jomaira Capture essence of author's intended 
message 

Table 4.11. Ninas and function of story 

Sipe (2000) discussed five aspects of literary understanding first and second graders in 

his study exhibited during oral responses to read-alouds; analytical, intertextual, personal, 

transparent, and performative. Analytical responses were those that "seemed to be 

dealing with the text as an object for analysis and interpretation, the children stayed 
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within the text" (p. 264). As the children connected to other media; other books, movies, 

videos, advertisements, these were considered intertextual responses. Personal responses 

"included responses indicating that the children were connecting the text to their own 

personal lives" (p. 266). When "the world of the text, for the moment, seemed to be 

identical with and transparent with the children's world" (p. 267) these were labeled 

transparent responses. Performati ve responses "indicated the children were entering the 

world of the text in order to manipulate or steer it toward their own creative purposes" (p. 

267). 

Aspects of literary 
understanding 

Description 

Analytical Text as an object for analysis 
and interpretation 

Intertextual Text viewed in relation other 
texts 

Personal Connecting text to one's own 
life 

Transparent Becoming one with the text, 
manipulated by the text 

Performative Entered world of text in order 
to manipulate it 

Table 4.12. Sipe's (2000) Aspects of Literary Understanding 

The aspects of literary understanding, described in Table 4.12, provided me with a 

manner to organize the functions the girls' stories and/or questions served in our 

discussions. Based on the categories established by Sipe (2000), I created Table 4.13 to 

help me understand and analyze the different stances the girls assumed during our 

discussions. Sipe's study did not specifically deal with small group literature discussions, 

nonetheless I found it very informative. 
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Nims Stance Description 

Shayla Analytical Used discussion as an object for analysis 

Gabriela Personal Used stories to make text-to-life and life-to-text 
connections 

Cecilia Personal Used stories to make text-to-life and life-to-text 
connections and understand life 

Kati Personal-
Mirroring 

Used stories to concoct text-to-life and life-to-
text connections 

Jomaira Personal Used stories to make text-to-life and life-to text 
connections 

Table 4.13. Stances and descriptions 

There is a significant difference between Tables 4.12 and 4.13. Sipe's (2000) 

categories. Table 4.12, are based on the children's use of the text in their responses. The 

girls in my study. Table 4.13, used the text, along with their stories, their connections to 

each other's stories, and the discussion itself to formulate their responses. The girls in my 

study used the text as a springboard for discussion; to make connections to their lives, to 

their families, to the book, and to events that they have experienced either directly or 

indirectly. 

Shayla used the discussions as an object for analysis. Throughout all seven discussions 

Shayla's main objective was to maintain the floor. Shayla's analytical stance throughout 

the discussions provided her with the opportunity to scrutinize what was going on and 

make a decision about her participation style based on her observations. Shayla used the 

discussions "as an object for analysis and interpretation" (Sipe, 2000, p. 264). 

Gabriela, Cecilia, Kati and Jomaira expressed their personal connections to the books 

we discussed through the stories they told; these stories "indicate[d] that the children 
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were connecting the text to their own personal lives" (Sipe, 2000, p. 266) as they made 

life-to-text and text-to-life connections. 

Life-to-text connections, described by Cochran-Smith (1984), are those where 

"readers/listeners will take the knowledge that they have gained from direct or secondary 

experiences outside of texts and use this knowledge to make sense within texts" (p. 174). 

"Text-to-life sequences, on the other hand, invited listeners to consider the relevance of 

the texts to their own situations" (Cochran-Smith, 1984, p. 237). Gabriel la, Cecilia and 

Jomaira told stories of 'direct or secondary experiences' as a way to understand their 

lives and also to understand the text. Kati, on the other hand, created stories mirroring the 

experiences of the main characters in each of our texts as she attempted to make 

connections and understand the books, and quite possibly her life. 

The profiles demonstrated the various stances and participation styles each of the 

girls assumed during our discussions. Because each of the girls brought different life 

experiences and ways of understanding the world to our discussions, each of them took 

something different from the books we read and discussed. 

In The Braid of Literature, Wolf and Heath (1992) examined the literary experiences 

and responses of Wolfs daughters, Lindsey and Ashley, as they came to know literature. 

Wolf and Heath found, 

A young child listens to a story and for days and years after, meanings come wherever 

the child's life experience converges with multiple texts-worlds in dialogue, in an 

active process of constructing and testing. The meanings arc individual rather than 
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conforming to expert or single interpretation, for they connect to the social world of 

the child, reaching out to hold a conversation with her community, (p. 133) 

The girls listened to and read the same books, participated in the same discussions, in 

the same classroom, and with the same people. Their perspectives, however, and the 

manner in which they chose to share them, as we saw in the profiles, may be similar but 

is not the same. They shared their stories when they felt it appropriate "in an active 

process of constructing and testing" in order to make meaning from the book we 

discussed and from their lives. Their meanings were individual because their connections 

were made to their lived experiences or to the experiences of a family member; there was 

no solitary interpretation. The stories the girls told connected to their lives and to their 

social worlds. The girls' stories were their way of 'reaching out' and having a 

'conversation with their community.' 

Summary of Chapter 

This chapter provided a profile of each of the five girls in the study. An individual 

profile was created to provide a background and context for understanding each girl's 

chosen participation style during our literature discussions. They also served to promote 

an understanding of who each of them is as an individual before meeting them as a group 

member. The profiles presented a picture of the girls as participants across all seven 

literature discussions (with the exception of Cecilia who was only present for two). 
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CHAPTER FIVE 

Case Studies of the Literature Discussions 

Long before pictures appeared on cave walls and the printing press was invented, 

storytelling connected generations and gave meaning to the world. The tradition of oral 

storytelling has a long history. Most, if not all, cultures include some form of storytelling 

in their history. Children and adults would sit with their elders and listen as they told 

stories of their families, their villages, and of their lives. For a long period of time, 

storytelling was the only way to learn about the history of the villages and their people. 

Stories were told not only to recount the past but often times to provide a blueprint for a 

successful life according to ones culture. 

Stories have been told to teach as well as entertain. Many Spanish-speaking cultures, 

for example, have a version of La Llorona, the Weeping Woman who murdered her 

children and who is doomed to search for them forever. This story is told for a variety of 

reasons; one of which may be to teach children they must not stray far from home. 

Today many Spanish-speaking children grow up in families where storytelling 

continues to play a very major role in their family life as "the old songs, legends, and 

stories have lived on in the hearts of the people, sometimes taking on new settings and 

characters" (Ada, 2003, p. 41). The girls presented in these case studies come from such 

families where storytelling is a very authentic part of their lives. 

The case studies will focus on five young Spanish-speaking girls as they sought to 

make meaning of their lives and the books we read during literature discussions through 

their use of stories. The guiding question is; How do these girls use their stories to 



161 

make sense of literature? (This is the same research question as the previous chapter: I 

am performing two analyses to address this question more completely.) 

Rosen (1984) believes narrative, 

is the outcome of mental process which enables us to excise from our experience a 

meaningful sequence, to place it within boundaries, to set around it the frontiers of the 

story, to make it resonate in the contrived silences with which we may precede it and 

end it (p. 13). 

The case studies will demonstrate the girls knowingly chose the stories they shared with 

the group as they "excised a meaningful sequence." They told the stories at the 

appropriate time during the literature discussions when they "placed it within 

boundaries." They "set around it the frontiers" as each story was easily recognized, and 

the stories "resonated in the contrived silences" as the girls thought about the story that 

had just been told, some mentally others verbally. 

A case study design was chosen because, as a qualitative teacher researcher, 1 am 

"interested in insight, discovery, and interpretation rather than hypothesis testing" 

(Merriam, 2001, p. 29). The case study was also appealing to me because it allowed me 

to concentrate on a single event (the individual literature discussion) and "uncover the 

interaction of significant factors characteristic of the phenomenon" (Merriam, 2001, p. 

29). A case study design Merriam (2001) explains, "is particularly suited to situations 

where it is impossible to separate the phenomenon's variables from their context" (p. 29). 

These literature discussions are such situations. 
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After reading through the notes I had taken, I decided to concentrate my analysis on 

two of the discussions. These two discussions were chosen by theoretical sampling. 

Purposeful sampling usually occurs before the data is collected whereas theoretical 

sampling, explains Merriam (2001), "is done in conjunction with data collection" (p. 66). 

The data which is gathered "leads the investigator [and is] an evolving process guided by 

the emerging theory" (Merriam, 2001, p. 64). I selected the two discussions by 

theoretical sampling using the following criteria: discussions in which all five girls were 

present, discussions that were longer, discussions that were "information rich" (Merriam, 

2001, p. 61) and discussions where the girls were all actively involved either by listening, 

sharing stories or asking each other questions. I selected Friends From the Other 

Side/Amigos del otro lado (Anzaldua, 1993) which took place on May 29, 2003 and 

Radio Man (Dorros, 1993) which took place on June 5,2003. 

The two case studies are organized in the following manner: a summary of the book is 

presented, followed by the analysis of the discussion. Within the analysis of each book, I 

created categories that helped me make sense of the data; the categories are defined and 

presented with a map to show the flow of the literature discussion. Each case study ends 

with a discussion of the findings. At the end of both case studies, a discussion brings 

both case studies together. 
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A Case Study of Friends From the Other Side/Amigos del otro lado 

During the spring trimester the class was involved in a study of migrant workers. We 

read several books, including The Circuit by Francisco Jimenez, watched videos and had 

several speakers come in to talk with us about their lives as migrant workers. The 

literature discussions during this trimester revolved around books that dealt with the lives 

of migrant workers and/or immigrants. 

The book discussed in this section, Friends From the Other Side/Amigos del otro lado, 

doesn't deal directly with migrant workers; however it deals with illegal entry into the 

United States, an issue faced by many migrant workers. This discussion took place on 

May 29, 2003 and it was the fourth of seven discussions. Jomaira, Gabriela, Kati, Shayla 

and Cecilia were present. 

Friends From the Other Side ' Amigos del otro lado (Anzaldua, 1993 ) is about a young 

Mexican boy, Joaquin, who crosses the border into the United Stales with his mother. 

Joaquin and his mother left Mexico because the situation was tough and it was hard to 

make a living. They live in the barrio section of a border town in a run-down shack. In 

order to help make ends meet, Joaquin goes house to house selling firewood. 

One day while selling firewood Joaquin meets Prietita, a Mexican-American girl who 

also lives in the barrio, and they become friends. Later as Joaquin is walking through the 

town he meets three boys who shout at him, calling him a mojado. As one of the boys 

bends down to pick up a rock, Prietita comes to Joaquin's rescue. She scolds them and 

tells them they should be ashamed of themselves for treating Joaquin in such a manner. 
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Prietita walks Joaquin home and asks him to come by tomorrow so she can buy some 

firewood and they can play together. 

One afternoon while they are playing loteria a woman comes by shouting "The Border 

Patrol is coming!" Joaquin and Prietita run to the shacks because they are certain that's 

where the Border Patrol is headed and Joaquin is afraid for his mother. Prietita takes 

Joaquin and his mother to the healing woman's house because Prietita is certain she'll 

know what to do. While at the healing woman's house, the healing woman instructs 

Joaquin and his mother to hide under the bed while they wait for the Border Patrol to 

leave. Once they are all safe, the healing woman asks Prietita and Joaquin to follow her 

into the garden to pick herbs; it is now Prietita's turn to learn how to heal people. 

The major themes 1 see represented in this book are friendship, helping others, 

prejudice, coming of age and illegal immigration. As stated previously, the girls in the 

case study are Mexican immigrants and so have experiences related to the issues faced by 

Prietita and Joaquin, as do most of the students in my classroom. 

A major component of the analysis of this case study is the Narrative Intertextual 

Analysis (NIA) I created based on the principals of intertextuality and discourse analysis. 

Intertextualit>' is the process of seeking connections between texts; it is the weaving 

together of the text at hand with previous texts to make connections and ultimately, 

meaning. Texts are not limited to the words written in books or the narratives we speak; 

a text, explained by Short (1992), is "any chunk of meaning that has unity and can be 

shared with others" (p. 315). Things such as a thought, gesture, poem, music, and in the t 

case of this study, an oral story (Short, 1992, Hartman, 1992) are considered texts. 
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Working on the premise that people do not make meaning with language alone 

(Lemke, 1992) and that the context of the situation in which the text occurs affects the 

meaning of the text (Bakhtin, 1981), I knew there was something more to the stories the 

girls were telling; they weren't just telling stories to entertain. The discussions were truly 

hetereglossia (Bakhtin, 1981) as the girls were engaging in dialogue within a text (the 

actual literature discussion) where their focus was the production of meaning through the 

interaction of these multiple voices in the dialogue. 

I needed something that would allow me to go beyond the words in the transcripts to 

help me understand what it was the girls were doing during the discussions through the 

telling of stories. They were continually creating more texts based on each other's oral 

stories and as a result weaving together incredible amounts of meaning through the 

telling of their stories. My problem was finding a way to explain and interpret this 

hetereglossia: How could I visualize the connections the girls were making to each 

other's stories and to the book we were discussing? 

The discussion itself was not as neat as the transcript's segmented path seems to 

demonstrate. In her dissertation, Evans (1993) created flowcharts from some of her data 

and believed that they "revealed the fluid and overlapping nature of the conversations 

that were hidden in the transcripts due to linear orientation" (p.22). The narrative 

intertextual analysis resulted in maps depicting all of the stories told in the particular 

discussion. I began with a discourse analysis (explained in detail in the sections that 

follow) and after identifying each story placed it on the map alongside the other stories in 

the corresponding category. The combination of the discourse analysis and the 
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intertextuality mapping helped me see the intricacies of the girls' connections, thus 

enabling me to bring together all of their connections. 

I created three narrative intertextual analysis (NIA) maps for this particular discussion; 

the first is basically a rough draft, the second spread the map over a larger area to enable 

me to see more connections and the third, the most detailed, connects the text, the 

illustrations and the girls stories/connections. The final NIA map gave me the 

opportunity to see where the girls were making connections with the text. Mapping the 

text, the illustrations and the girls' stories side by side gave me a clearer picture of the 

various connections throughout the discussion. At first glance it appears the girls were 

not relating to the book or to each other, however, once the discussion was mapped, the 

connections were made visible and concrete. 

The girls told a total of forty-two stories in this discussion, ranging in topics from 

playing to border issues. Of the Ibrty-two stories, Cecilia told the most, thirteen, and 

Jomaira, the least, four (See Table 5.1). The first story, told by Jomaira, had only one 

other connection made to it. The second story, told by Gabriela, had five connections. 

The third story, told by Shayla, connected to Jomaira's story and the fourth story told by 

Kati initiated a sequence of thirty-three connections. Most of the stories, therefore, 

twenty-three of them, can be traced back to the fourth story which was the first story told 

by Kati (see Table 5.1.). 
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Name # of stories % of total stories 

Jomaira 4 9% 

Shayla 7 17% 

Gabriela 8 19% 

Cecilia 13 31% 

Kati 10 24% 

Total 42 100% 

Table 5.1. Story Table 

The categories of talk that were developed from this transcript are Playing, Fighting, 

La Migra/La Chota and La Carcel. These categories reflect the major topics of the stories 

being told by the girls. The category of La Migra'la Chota is divided into two 

subcategories, personal experiences with the la migra/la chota and second-hand accounts 

of family experiences with la migra/la chota. The category of La Migra/La Chota 

contains twenty-three stories, the most of any category, while Playing, contains only two 

(see Table 5.2). 
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Category Playing Fighting La 
Migra/La 
Chota 

1ai Cdrcel 

Jomaira 1 0 2 1 

Shayla 1 2 2 2 

Gabriela 0 1 4 3 

Cecilia 0 2 9 2 

Kati 0 1 6 3 

Total 2 6 23 11 

Table 5.2. Number of stories told per category 

Playing 

ioaqiUB. is pushing 

Prietita on the swii^ 

Text pages 15-J 6 

Text pages 17-18 

Prietita is 

playing 

loteria wife 

Joaquin 

play ir^ loteria 

with nana 

inEmpalme, 

Mexico 

Haying 

Figure 5.1. Map of Playing Category 

Playing includes two stories told by the girls where they are playing with a family 

member or with friends (see Figure 5.1). Both of the stories shared in this section are 

connections made with the illustrations in the text; Jomaira is playing loteria, a game 
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similar to BINGO, with her nana and Shayla is being pushed on a tire swing. However, 

the stories also carry their meaning in connecting to the mood created by the author in the 

text. Peterson and Beds (1990) discuss the element of mood, "mood establishes the story 

limits and pulls the reader into the text. Mood stimulates our imagination and calls on us 

to make personal connections" (p. 42). The text pulls the girls in as they make personal 

connections through the stories they tell. 

Jomaira begins the discussion by telling us about a time when she was in Empalme, 

Mexico at her nana's house playing loten'a, a Mexican card game similar to Bingo. She 

and her nana are playing the game on her nana's front porch when suddenly a woman 

comes around yelling that the police are coming and that she doesn't have her papers. 

Esta me re-, um me ah, um, pues, cuando yo tenia como tres afios, um, yo y mi 
nana, alia en Empalme, um me enseno a jugar la loteria y un dia un senora llego 
gritando que, um, alii venia la policia, y ella no tenia los papeles. 

This re-, um, it um, it, well, when I was about three years old, um, me and my 
nana, over there in Empalme, um, she showed me how to play loteria and one 
day, a lady came by screaming that, um, the police was comino, and she didn't 
have her papers. 

In the text we are told that Joaquin and Prietita are playing loteria when suddenly a 

neighbor comes by shouting that the migra is coming. Jomaira connected to the text in 

several ways; she made a connection to the game loteria and more significantly she 

seems to connect to the sense of fear by the woman who was shouting that the police are 

coming. 

As the discussion progressed, the girls are very curious about why the woman in 

Jomaira's story was shouting. It wasn't clear why she would be afraid of the police 
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coming since she was in Mexico and didn't need 'papers' to be in Mexico. Upon further 

analysis by the girls, we learn that the woman in Jomaira's story is loquita, crazy, as she 

explains, 

Jo- Es que como, um, enseguida vivia como una loquita, y a lo mejor andaba 
gritando porque estaba loca. 

Jo- ft's like, um, next door there lived like a crazy lady and maybe she was 
yelling because she was crazy. 

The woman in Jomaira's story is yelling because she is not mentally stable; according 

to Jomaira she would simply start yelling. Even though the woman in the book is yelling 

to warn everyone that the Border Patrol is coming and Jomaira's woman is simply 

yelling, the connection lies with the emotions connected to the situation and the place in 

which the story occurred. Jomaira could have told a story of playing any number of 

games with her nana but she remained close to the text by talking about their playing 

loteria while in Mexico. In the text, the mood created by the author is that of fear, a 

mood Jomaira carries into her story; the woman is afraid of the police and one could 

argue, Jomaira is afraid of the woman. In both instances, Jomaira's life and the book, the 

characters are feeling a sense of fear. 

Interestingly enough, Jomaira's story about playing only brought about one other 

connection. A scene in the book where Joaquin is pushing Prietita on a tire swing 

prompted Shayla to share a story about playing on the swings while her brother was 

playing baseball. Shayla told us she was at the park being pushed on the swings by a 

little girl much in the same way that Joaquin was pushing Prietita. Shayla's story was a 
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direct connection to the illustrations, the text, and the feelings of lightheartedness and 

innocence shared by these two friends while they play as children. 

As Shayla continued telling her story, it became evident to the group that she did not 

really know the name of the girls she was playing with. When questioned about the girl's 

identity, Shayla could only respond with "No se/1 don't know." Kati and Cecilia found 

it difficult to believe that Shayla didn't know the names of the girls she was playing with 

at the park especially since Shayla said they had played before. They couldn't 

understand why Shayla would play with strangers, and if they weren't strangers, why 

didn't Shayla know their names? In her own defense Shayla simply states that the girls 

have difficult names and she cannot remember them. 

Ka- ^Shayla, pero si tu, los conocias a ellos... 
Sh- Eran, si, los e visto en um otro parque de no se como se llama, pero era en 

otro parque y tambien jugamos. 

Ka- ^Pero com-, pero, si los conoces como, porque no, porque sabes sus 
nombre? 

Sh- Es que los nombres estan bien trabajosos. Bien trabajosos. 

Ka- Shayla, if you knew them... 
Sh- It was, yes I've seen them at another park that I don't know what it's 

called, but it was at another park and we played too. 
Ka- But how, how, if you know them how, why don't, why don V you know 

they 're names? 
Sh- It's that they 're very hard, very hard. 

Following Jomaira's story about playing with her nana, Shayla's story of playing with 

strangers didn't seem to make sense to the girls. Arguably, the text extended the girls' 

belief that play is intimate and not something shared with strangers. In both instances, the 

book and Jomaira's story, the characters are playing games that in the girls' opinions are 

not shared with strangers. Shayla's inability to provide the group with the names of her 
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playmates caused them to question the validity of her story and her sense of play as 

intimate. 

The stories told by Jomaira and Shayla seem to be surface connections with the text. 

However, I would argue that the girl's connections were more profound. Jomaira and 

Shayla each connected in their own way to the moods set forth by the author— intimacy, 

joy and fear. Jomaira picked up on the intimacy of play as she shared the story of 

playing with her nana while Shayla picked up on the innocence and lightheartedness of 

play in her story of playing at the park. Jomaira also sensed the fear expressed by the 

author during the loteria scene. Shayla's story, on the other hand, demonstrates her belief 

that play is fun and as long as you are having fun, it doesn't matter who you share it with; 

an opinion not shared by the group. Shayla seemed to connect to the actual play and 

feeling of joy while Jomaira seemed to connect to the intimacy of spending time with 

people you care about. 

There were no further connections made with Jomaira's or Shayla's stories. It may be 

that they didn't raise significant issues of concern to the group because there was no 

interest on the part of the other girls to pursue 'play stories'. One could also argue that 

the stories told by Jomaira and Shayla were not central to the book's main themes. Their 

stories provided a good entry into starting a discussion on the book, but were not 

particularly generative for exploring the main themes of the book. 
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Fighting: Observers and Participants 

Cy (17) 
Teased by Ka-la's 

sister 

Sh (18) 

Teased by cousin 

a (40) 
Teased by older girls 

at school 

Cy (3) 
Cousm in Mexico is 

teased 

Ga(2) 
Girls come to her 

home to fi^twith 
olda sister 

Ka(16) 
Sister fi^ts 

at school 

Nei^borhoodboys shout 
at Joaquin, 

call him a 'niojado' 

Text pages 5-6 

Figure 5.2. Map of Fighting Category 

The category of Fighting: Observers and Participants includes six stories in which the 

girls or their family members are involved in disagreements (see Figure 5.2). When the 

girls are involved in the disagreements, they are participants and when their family 

members are involved, the girls are the observers. The majority of the connections made 

by the girls in this section are connected to the tension created by the author in the book. 

Peterson and Beds (1990) discuss tension as something that is always present in our 
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reading and add that "tension might be referred to as the suspense, anxiety, nervousness, 

strain, urgency, excitement, or fear that grips us as we read" (p. 28). For all of the girls, 

the scene in which the neighborhood boys are confronting Joaquin and are about to throw 

rocks at him gave them a feeling of fear and anxiety. 

Gabriela begins the sequence of fighting by telling a story of a time when a group of 

high school girls came to her house to fight with her older sister, also a high school 

student. Gabriela was afraid not only because a large group of students had assembled in 

front of her house to fight with her sister but also because they ended up shouting at her 

mother and another sister. Gabriela felt the fear and anxiety that Peterson and Eeds 

discuss as tension through her personal connection, 

Ga- Se empeso, bueno pues no pelear asi como pegarse asi, no si no a gritarse 
malas palabras y empesaron a gritarle a mi mama, y mi hermana estaba, le 
estaba llamando a la policia pero um, vino un nino, y desde parece cholo 
y, y el le andaba gritando a mi otra hermana. 

Ga- And they began to, well not fight like with hitting each other, no not like 
that, like yelling bad words at each other and they began yelling at my 
mom, and my sister was, she was calling the police but um, a boy came, 
and like, he looks like a cholo, and, and, he was yelling at my other sister. 

For Gabriela, this scene of a group of kids rallied against only one was all too familiar; 

her sister was also the target of undeserved scorn. Gabriela told this story very quickly 

and almost sounded nervous as she was telling it. Although this fight had happened a 

few months earlier, it still remained quite fresh in her mind. 

Gabrieia's story opened up a series of five stories about fighting and teasing. One of 

those stories was told by Cecilia and was the first of many stories she would tell about 

her family and life in Nogales, Sonora. In this particular story, Cecilia also connects to 
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the idea of one person against a group as she talks about a younger cousin living in 

Nogales, Sonora who is consistently being teased by the neighborhood children. We 

learn that Cecilia's cousin is a little overweight and that brought on the teasing. She tells 

us that every time he goes out to play he is immediately bombarded with shouts of 

"gordo, gordito" [fat, fatty]. In response to her story, the girls offer solutions to help 

Cecilia's cousin so he will be left in peace. 

Sh- Entonces si no los dejaban en paz, le podias, um, llamar como, que le 
podias decir gordi- tu primo um que, que Ic diga unas cosas malas 
tambien paraque se calmen y se vayan. 0 que le llaman a su mama. 

Sh- So then if they don't leave you in peace, you could, um, call them, you 
could say fatt-your cousin, um, what, for him to say had things to them too 
so they calm down and leave. Or call his mom. 

Shayla's proposed solution of also doing some name calling wasn't well received by 

the other girls; it seems as if she knew it wouldn't be because she almost immediately 

offers another solution— to get her cousin's mother. Cecilia replies that she has done that, 

and the result has been that she, too, becomes the victim of name calling. Cecilia, just as 

Gabriela, felt afraid for her cousin because there were people trying to hurt him "con 

palabras/w/YA words. " Cecilia, similar to Gabriela, was an observer of the mistreatment 

Although it would appear that Cecilia and Gabriela connected in a similar manner to 

the feeling of tension created by the author in the scene where Joaquin is confronted by 

the neighborhood boys, upon deeper inspection they didn't. Both told stories of 

witnessing episodes of fighting where a group of people assembled against one, however, 

the difference lies in the role the girls assumed during the confrontation. Gabriela, one 

could argue, identified more with Joaquin's role as the victim because she was 
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defenseless and did nothing; she was too afraid. Cecilia, on the other hand, connected to 

Prietita's role as a guardian as she tries to come to her cousin's defense even though she 

too ends up a victim of name-calling. Despite the fact that Cecilia ends up a victim, she 

shares a feeling of triumph as Prietita did— the satisfaction of knowing you tried to help 

someone. 

This sequence of stories ended with a story Shayla shared toward the very end of the 

discussion; it was story number 40 of 42. Because it had no relation to what was being 

discussed at the time, the story seems to have come out of nowhere but after mapping the 

discussion, it seemed as though Shayla forgot to share this story when it was suitable and 

simply told it when she remembered or felt there was space to tell it. A few other 

possibilities for Shayla sharing the story at this time are perhaps she waits until there is a 

pause, she doesn't want to push her way in or it could take her that long to form a story 

and be ready to tell it. Although Gabriela and Cecilia shared accounts of family members 

being teased and fighting, Shayia's story is a personal account of when she was the 

victim of teasing. She tells us that she was on the playground at school one day during 

recess and there were three girls calling her names and saying bad words to her, 

Sh- Me decian que yo era tonta y mensa y todo eso y luego que tambien me 
estaban diciendo que era gorda y me estaban diciendo que me vaya para 
otra parte. 

Sh- They would say I was dumb and slow and all that and then they also said I 
was fat and they were telling me to go somewhere else. 

Shayla made a personal connection with being teased by a group of children; like 

Joaquin, she too was a victim. Shayla knew first hand what it felt like to be found in a 

similar position to that of Joaquin. For her, sharing the feeling of being victimized and 
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powerless was significant enough that she waited until the end of the discussion to bring 

the group back to discuss this. Shayla's story made a clear connection to the situation in 

which Joaquin found himself Although Shayla's ill-treatment wasn't nearly as dangerous 

as Joaquin's, a little girl being bullied by three older girls is significant in the eyes of a 

seven year old. 

Gabriela and Cecilia shared stories where their role was more as observers; they were 

not the victims nor were they the rescuers, as Prietita was in the text. Shayla's story was a 

direct connection to the anxiety felt by Joaquin; she was a participant. 

This section of Fighting: Observers and Participants had more responses than the 

previous one about Playing; there were five connections made with the first stoiy that 

opened this sequence whereas there was only one in playing. The stories in this section 

reveal that the girls continue to connect with the mood and now also to the tension 

created by the author. The stories told by the girls up to this point in the discussion dealt 

with the sense of fear, a mood consistent with what is going on in the text. 
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Figure 5.3. Map of La Migra/La Chota Category 

The category entitled La Migra/La Chota [Border Patrol] is divided into two 

subcategories: personal experiences with the la migra/la chota and second-hand accounts 

of family experiences with la migra/la chota (see Figure 5.3). The title of this category 

comes from the girls' use of the terms migra and chota to mean the Border Patrol, these 

terms are used synonymously. Kati opened this section with a second-hand account of a 

family experience with la migra. In the end this category would have twenty-three story 

connections, the most for any category sequence. 
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Kati begins the story sequence by telling about her mother's connection to the text. 

Because the girls read and discussed the books with their mothers at home, they had the 

opportunity to share connections with each other and build meaning together. During 

their discussion at home Kati's mother was reminded of the time she was pursued, hid 

and finally caught by the Border Patrol long before Kati was bom. Kati's story seems so 

matter-of-fact to the girls that they question its accuracy with a series of quick, 

interrogational-style questions all related to how her mother was able to gain re-entry into 

the United States. 

Cy- ^Kati, si esta, si la migra se la llevo para Nogales, como se vino pa'ca? 
Ka- Pues, es que, es que, no mas duro dos, dos di'as pa'ya, para venirse para 

aca. 
Cy- ^Pero con que se cruzo? 
Ka- Con el pasaporte de mi tia. 
Sh- ^De tu tia? 
Ga- Y porque no se vino con su pasaporte? 
Ka- Porque ella no tiene. 
Cy- ^Tu tia no se parece a tu mama? 
Ka- Si. 

Cy- Kati, if the, if the migra took her to Nogales, how did she get over here? 
Ka- Well, it's that, it's that, she was only two, two days there to get over here. 
Cy- But what did she cross with? 
Ka- With my aunt's passport 
Ga- And why didn't she come over with her passport? 
Ka- Because she doesn't have one. 
Cv- Does your tia look like your mom? 
Ka- Yes. 

This excerpt demonstrates how the girls are tiying to make sense of what Kati shared 

about her mother. They ask a series of questions that require simple quick answers, 

almost as if they are quizzing Kati. When questioned about the passport, it appears that 
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the girls accepted the story because as several shared later, they too have tias who have 

shared their passports with other family members. 

By sharing her mother's story, Kati identified with the part in the text where Prietita 

hides Joaquin and his mother from la migra. Even though Kati didn't live through the 

experience of running from la migra herself, she has probably heard the story a sufficient 

number of times so that it has become part of her own life story. One can presume that 

while Kati was listening to her mother tell the story, she felt a sense of fear similar to that 

of Prietita and Joaquin, especially since the threat ofbeing sent back to Mexico was a 

very real possibility for her mother. 

Following Kati's story, Cecilia shared a lengthy personal experience of an adventure 

she and her mother had with la chota, another name for the Border Patrol. The details in 

this extensive story were a little sketchy as evidenced by the questions and responses 

Cecilia received. 

Cecilia begins her story very tentatively, almost as if she is testing the waters because 

her story mentions events that could be judged as inappropriate for discussion in school. 

Once she sees that she can discuss anything, her story appears to flow more easily. 

Cy- Mis, puedo decir esta... bueno pues, este tambien me recordo que, que, 
que, yo y mi mama, no, yo, estaba dormida en mi casa, yo, mi mama, mi 
papa, el no esta aqui, esta en Nogales, so era mi nana, mi ma, y otras 
amigas que se estaba alii. Estaban tomando y asi, um, cervcza . 

Cy- Miss, can I say this... well then, this also reminded me of, of of me and 
my mom, no, me, I was sleeping at my house, me, my mom, my dad, no, not 
him he's in Nogales, so it was my nana, my mom, and some of her friends 
that were there. They were drinking and all, um. beer. 
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The story begins with Cecilia's mother socializing with some friends while at her 

mother's (Cecilia's grandmother) house. Cecilia tells us they are socializing and having 

an enjoyable evening when all of a sudden one of the women yells from the kitchen that 

la chota is coming! Pandemonium follows as everyone begins to look for a place to hide. 

After a series of interrogation-style questions, similar to the type that were asked of Kati, 

we learn that Cecilia, her mother, and a few friends were able to escape the scene by 

driving off in someone's car. 

The next scene in Cecilia's story takes us to her tia's house, the hiding place, where 

we learn there were people hiding under the bed and in the closet. While all of this 

commotion is going on, Cecilia tells us she was sound asleep. Again come the barrage of 

questions as it is inconceivable to the girls that anyone could sleep through such turmoil. 

Ka- i,Pero Cecilia, como sabias? 
Cy- Porque yo, porque yo oia el sonido de la, de la chota cuando hace asi woo, 

woo, woo, asi, oia, y, y, sentia que me estaban llevando en los brasos y me 
metian en un carro para ir con mi tia. 

Ka- ^Pero como lo oyes si estas bien dormida? 
Cy- Pero cuando llegamos con mi tia, dormi como un rati to mas y despues me 

desperte y mire a mi ma que estaba escondida en el closer y los demas y 
dije -Porque estan escondidas- porque la chota vino y nos teniamos que 
venir con tu tia, asi me dijo mi ma. 

Ka- But Cecilia, how did you know? 
Cy- Because 1, became I heard the sound of the, of the chota when it does 

woo-woo-woo, like that, I heard, and, and I felt that I was being carried in 
someone's arms and that they put me in a car to go to my aunt 'v house. 

Ka- But how could you hear ifyou were asleep? 
Cy- But when we got to my aunt's house, I slept a little while longer and then I 

woke up and I saw my mom hiding in the closet and the rest and I said-
Why is everyione hiding-became the chota came and we had to come with 
your aunt, my mom told me. 
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Even after Cecilia's attempt at an explanation, Gabriela still finds it hard to believe 

she slept through all of this turmoil. Gabriela kindly offers a suggestion to what she 

thinks may have happened, 

Ga- ^Cecilia y cuando oiste los gritos o los woo-woo-woo no estabas sonando? 
Porque yo cuando oigo noises empiezo a sonar una cosa de los noises. 

Cy- No, pues yo no estaba sofiando. Cuando sueno um, me despierto a ver si 
es, si es de verdad lo que esta pasando. 

Ga- When you heard the screams or the woo-woo-woo, weren 't you dreaming? 
Because when I'm sleeping and I hear noises 1 start dreaming something 
about the noises. 

Cy- No, well I wasn 't dreaming. When 1 dream um, I wake up to see if it's 
real, what's going on. 

Cecilia maintains she slept through the commotion and that this was an actual personal 

experience. The girls find the story a little hard to follow and perhaps a little hard to 

believe since there are so many confusing details. The girls, Kati in particular, couldn't 

understand how it was that Cecilia had all of these story details if she was truly asleep. 

Gabriela later asked her if she wasn't dreaming, because as she explains, when she's 

asleep she starts dreaming about the noises she hears (a very interesting way to connect to 

and question the authenticity of the story especially for such a young child). 

Research by several scholars (Applebee, 1978; Wadsworth, 1984) shares the belief 

that young children, under the age of 8, are incapable of providing an analysis such as 

Gabriela's because she is too young to do so. Applebee (1978) believes the adolescent 

"tries to explain the reasons behind [those] characteristics" (p. 109) while the young child 

is more concerned with "summarizing or recreating the action" (p. 108). According to 

Wadsworth (1984), discussing Piaget's concrete operational stage, "children cannot yet 

apply logic to problems that are hypothetical, purely verbal, or abstract" (p. 114). 1 argue 
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Gabriela did apply logic and offered a possible solution (maybe Cecilia was dreaming) to 

an abstract problem (Cecilia sleeping through the commotion). 

Shayla appeared to be afraid for the other people Cecilia was with, as she kept asking 

about where people were hiding and if Cecilia was screaming when she heard the news 

that the Border Patrol was coming. 

Cecilia's story has various layers. It begins with her asking permission to talk, she 

slowly proceeds to talk about her mother's socializing, then rapidly moves to talk about 

la chota, a word she introduced me to, and finally we follow her through the hide and 

seek episode with la chota. It was a true adventure, complete with drama, suspense, and 

action. 

Cecilia's story is an excellent example of what Peterson and Beds (1990) call multi-

layered stories. "Multi-layered stories artfully maintain tension and keep the reader going 

through phases of uncertainty and questioning" (p. 30). As demonstrated by the responses 

Cecilia received, it is evident that she made her audience feel tension and go through 

several phases of questioning. There is a difference, however, in that Peterson and Beds 

are discussing written literary texts whereas Cecilia is the storyteller in this example. 

Cecilia's stoiy appears to mimic the major events in the text. Prietita and Joaquin are 

innocently enjoying a day when suddenly la migra/Ia chota appears, Cecilia, her family 

and friends are socializing and suddenly la migra/la chota appears, there is a hide-and-

seek, and finally in the end everyone is safe (in the text and Cecilia's story). Cecilia also 

incorporates moods within her story that are similar to those in the text- playfulness and 

relaxation followed by fear and nervousness ending with relief and liberation (if only for 
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the moment). Cecilia's story demonstrates a very sophisticated way of connecting to the 

text; she has made a parallel between her life story and the story being told by the author. 

In this category La Migra/La Chota, the anxiety of being caught by the author elicited 

the most responses from the girls. The girls shared a fear in their lives similar to Prietita 

and Joaquin, fear of being caught by la migra. During the discussion it seems the girls 

have mimicked the literary elements of mood and tone. Their own stories parallel the 

fear, nervousness, and confusion found in both the text and illustrations of Friends From 

the Other Side/Amigos del otro lado. 

This particular story told by Cecilia initiated a sequence that would contain twenty-

three related stories and connections. All of the stories in this section are about border 

issues, such as the one by Cecilia above, with the exception of a sequence begun by 

Jomaira about prison. 
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Figure 5.4. La Carcel Discussion Map 

La Carcel 

La Carcei (the prison) includes eleven stories (see Figure 5.4) where the girls discuss 

why family members were imprisoned and also consists of a lengthy discussion of the 

similarities and differences between prisons in the United States and la carcel in Mexico. 
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Jomaira began this category sequence by sharing a story of a time, before she was 

bom, that her mother and two brothers had to run from the Border Patrol and ended up 

fleeing to a friend's house in Sahuarita. The focus of her story at the onset is to tell who 

in her family did and did not have papers and that the papers were in process. 

Jo- Estan arreglando. Pero mi hermano como esta en la carcel, um, tenemos 
una abogada muy buena y le dio los papeles ya. Ya va salir. A mi 
hermano mas grande. Ya cuando se los den a el se los van a dar a mi 
hermano mas chiquito y van a durar como dos meses para hacer los de mi 
ma. 

Cy- i, que hizo tu hermano grande que esta en la carcel? 
Jo- Um, no se es que tenia probation y luego mi primo tambien tenia 

probation y no deberian de andar los dos juntos y los encontraron juntos 
so se los llevaron a la carcel. 

Jo- They 're in process. But my brother, since he's in prison now, um, we 
have a very good lawyer and she already gave him his papers. He's 
coming out. It \s my oldest brother. So when he gets his papers, my other 
brother will get his also and then it 7/ take about two months for them to 
make my mom's. 

Cy- , what did your older brother do that he's in jail? 
Jo- Um, I don V know, he was on probation and then my cousin was too and 

they weren't supposed to be together and they found them together and 
they took him to jail for the minors. 

This carcel sequence is part of the La Migra/La Chota story sequence begun by 

Cecilia because it began with a story about Jomaira's family fleeing from la migra. In 

offering an explanation of who in her family does and does not have papers, Jomaira 

unknowingly began a series of stories that would relate to prison. Interestingly enough 

all of the girls had a male relative in prison; Kati, Gabriela, and Shayla had an uncle in 

prison, Cecilia had a cousin in prison and Jomaira, a brother. 

At one point in the discussion, the girls discussed the similarities and differences 

between prison in Nogales, Mexico and Florence, Arizona. Shayla began the sequence 
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by telling us that her uncle was imprisoned and that he wasn't afraid of his cellmates 

because even though they had knives, they are just playing/"«a<iama5 estdn jugando" and 

they wouldn't hurt anyone, not in the Nogales, Mexico carcel. 

Gabriela's story follows and provides a brief mention of what she sees as the major 

differences between the two countries' prisons. Gabriela uses the word 'cages' to 

describe the living quarters in the United States prison and refers to her uncles' cell in 

Nogales as a little room. In support of Gabriela, adds, "Ev as'icomo una casitay luego te 

puedes sentar para visitar"! It's like a little house and then you can just sit and visit 

Gabriela also points out that in Nogales the prisoners are allowed to walk all over the 

place "Aliapuedcn estar caminando par todaspartes". 

Kati's contribution to this part of the discussion is a detailed account of the reason her 

uncle is in la carcel in Nogales, Sonora. She begins her story by simply asking the group, 

iSaben como se metio en la carcel mi tio?/Do you know how my uncle got in jail? Kati 

then goes on to give an in depth explanation of what her uncle did to be imprisoned; Kati 

and her mother were at home, her father went to work "otra vez en la noche "/again at 

night, and her uncle came to their apartment. After an argument, her uncle grabbed the 

stereo he had given Kati as a gift and threw it at her mother; it eventually landed at the 

bottom of the stair well. 

Ka- Le dije, Tio, me das el estereo-y despues mi mama, como mi tio venia 
todo borracho, entonces no lo dejaba entrar a la casa entonces le dijo-
porque no me dejaste entrar a la casa-y, y despues le tiro el estereo a mi 
mama. 

Ka- I said to him, Tio, can you give me the stereo, and then my mom, like my 
uncle was all drunk, then she wouldn't let him hack in the house and then 
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he said-why don 7 you let me in the house-and, and, then he threw the 
stereo at my mom. 

Kati's stoiy demonstrates how safe the girls feel to share and discuss topics that might 

be considered taboo in school, similar to Cecilia in La Migra/La Chota category. Her 

story also shows how deeply the girls are examining their own lives in order to make 

connections to the text and the issues brought up in the text. 

Even though the issue of being imprisoned is not brought up in the text, for the girls it 

was an integral part of their meaning making process and each contributed actively to this 

carcel discussion. The girls' connections were made to Jomaira's explanation of why her 

brother was imprisoned; a piece of information offered as part of a larger story that dealt 

with la migra. Jomaira's original story was a connection made to the part in the text 

where Prietita, Joaquin, and his mother are running from la migra. One could argue that 

based on the girls' life experiences, they foresaw what may have happened to Joaquin 

and his mother had they been caught by la migra. 

Again tension, fear and anxiety play a role in the type of stories shared by the girls as 

they search to make sense of their lives and the book, however, in this section some of 

the girls express anger in their stories. Gabriela uses the word 'cages' to describe the 

cells in the United States prisons, Shayla tells us her uncle wasn't afraid of his cellmates 

in Mexico, Jomaira compares Nogales, Mexico prisons to 'casitas', Cecilia tells of a 

cousin who spends his days drinking and wasting away his life and, finally, Kati explains 

the details of why her uncle was imprisoned. Although the topic is a difficult one and the 

stories are negative events, the girls needed to share these stories almost as a way to gain 
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control of a threat in their lives. La migra poses a serious threat to some of the girls' 

families, a situation completely out of their hands, a situation much like Joaquin's. 

Through these stories, the girls showed a sense of urgency paralleling the author's 

tone. The stories in this category of La Carcel gave the girls an opportunity to share their 

feelings of nervousness, fear, and anxiety through the perspective of anger and 

discontentment. Prior to this discussion of la carcel, the girls had not expressed anger in 

any of their stories. One could argue the girls' stories indirectly express their 

dissatisfaction with the way illegal immigrants are treated in the United States. 

Anzaldua, the author, seems to be conveying the hardships of illegal immigrants to the 

readers; the girls' stories capture this same essence. 

Peterson and Beds (1990) believe, "The hypothesis we are working with at any one 

time pulls us to see relationships, to connect incidents, to view events in the light of one 

another and to anticipate future events" (p. 29). In the category of La Carcel, the girls are 

doing just that; they are seeing the relationships between all of the events in the story so 

far, they are adding to that their own personal experiences and are anticipating what may 

happen to Joaquin and his mother in light of what they know and have lived. 

Discussion of the case study 

Searching for a relationship between the text and the stories told by the girls, I noticed 

that the girls took on different roles in the stories they chose to share with the group. The 

roles I identified are 'participant' and 'commentator', which are similar to Britton's 

(1970) 'participant' and 'spectator', Britton (1970) discusses 'participant' and 'spectator' 

roles of language and describes the participant as "someone who is participating in the 
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world's affairs" (p. 104) in contrast to the spectator, "someone who is on holiday from 

the world's affairs, someone contemplating experiences, enjoying them, vividly 

reconstructing them perhaps-but experiences in which he is not taking pan' (p. 104). 

Britton's roles were adapted for the piuposes of this study in how I define participant 

and commentator. In the role of participant, the girls actively take part in the events of the 

story, they are "participating in the world's affairs" as opposed to the role of 

commentator where they are either observers or re-tellers of stories they have been told or 

overheard, they are not taking part in the experiences, they are "on holiday from the 

world's affairs." Of the ten stories discussed in this case study, the girls were participants 

in four of the stories (40% of the total) and commentators in six of the stories (60% of 

total). (See Table 5.3.). 
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Category & Story # Role of girl: 
Participant 

Role of girl: 
Commentator 

Playing- #1 Jo X 

Playing- #2 Sh X 

Fighting-#! Ga X 

Fighting- #2 Cy X 

Fighting-#!) Sh X 

La Migra-# 1 Ka X 

La Migra- #2 Cy X 

La Car eel- #1 Jo X 

La Cdrcel- #2 all X 

La Car eel- #3 Ka X 

Total Stories 
10 

Total part. 
4 

Totai comm. 
6 

Table 5.3. Role of girls in stories 

In the Playing category, the girls took on the role of participant and they were active 

contributors to the scene they were describing. In the text, Prietita and Joaquin were 

playing loieria when suddenly la migra came. The threat of la migra taking the characters 

in the book into custody was real, however, in the girls' stories this threat was 

nonexistent; Jomaira was in Mexico and Shayla's story was about playing with children 

in the park and la migra had no role in her story. 

The girls were commentators and participants in the three stories they shared in the 

Fighting category. Gabriela and Cecilia were commentators as they told us about events 
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that had happened to family members although they were not directly involved in the 

stories, while Shayla was a participant in her story as she was the person being mocked. 

The stories shared in La Migra/La Chota also have the roles assumed by the girls split 

between participant and commentator. Kati was a commentator as she shared a story told 

to her by her mother. Cecilia was a participant in her lively retelling of a time she and 

her mother, along with some friends, had to run and hide from la migra/ la chota. 

La Carcel was the only category where the role assumed by the girls was consistent-

commentator. Lukens (1986) writes, "We know that we all bring to a story our own 

backgrounds and experiences, and that the story has a personal meaning for us because 

we respond out of our own emotional history and present feelings" (p. 171). The girl's 

"emotional history" was shared through the stories they told as they connected with the 

tension, fear, confusion, and anxiety expressed by the author through the voice of a 

commentator. In this last category. La Carcel (Prison), the girls were able to take 

themselves out of the situations and look on as critical observers and make statements 

about how they feel about the issue of illegal immigration, a theme central to the book. 

The girls gained some distance and were able to take a more critical and evaluative 

stance. 

In looking at the stories told by the girls and the connections made to the text, the 

notion of narrative voice came to mind. Engel (1994) writes, 

an authentic narrative voice tells the story in a way that is consistent with who is 

doing the telling and what is intended by the tale. With children this means that their 

tone, their perspective, what they focus on, and how they express experience are true 
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to who they believe themselves to be. (p. 155) 

Throughout this discussion, the girls presented their voice either as participant and/or 

commentator in order to share their feelings, their beginning understandings, and who 

they saw themselves to be as they explored the events in their lives and tried to make 

sense of them in connection with the text. The girls chose the stories shared during the 

discussion, they told them from their perspective (even when sharing stories told to 

them), they chose what to focus on in the particular story they shared and the connections 

made to each other's stories, and they chose how to articulate their experiences through 

the voice of participant or commentator. 

It can be said that along with developing a narrative voice, the girls also developed a 

personal voice— a deeper understanding of who they were at the time of the discussion, 

an appreciation of their lived experiences, and an understanding of how it all comes 

together in the form of a story they chose to tell. The stories they told, the responses 

they received, and the connections they made to each other's stories all play a major role 

in helping each girl understand her lived experiences and the experiences that make up 

her personal life story. 

Friends From the Other Side/Amigos del Otro Lado makes up part of Gloria 

Anzaldua's life story as she tells us before she even begins the stoiy of Prietita and 

Joaquin. Growing up in South Texas, Anzaldua witnessed the hardships Mexican people 

suffered in order to make a living and, from those experiences, was able to write this 

book. The author told her story and because it provided a life-like situation the girls were 
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able to relate to, they too told their stories in order to make sense of the text and also to 

make sense of their lives through the text. 

It may appear the girls did not rely on the text when making their connections and 

telling their stories. However, the beginning of each story sequence can be traced back to 

the wording and/or the illustrations in the book. The girls' use of their lives to understand 

the text was evidenced by the connections made to the text as shown in Table 5.4. The 

text and illustrations served as a starting off point for the girl's stories as they "learned 

when and how to take information from their pools of world knowledge in order to make 

sense of text" (Cochran-Smith, 1984, p. 6). 

The following table. Table 5.4, displays the first story told in every sequence and 

connects it with the page the girls referred to as they began telling their story. Recall that 

when the girls come to the discussion group, they have post-its on the pages they wish to 

discuss with the group. Many times these post-its also have notes written by the girls to 

remind them what they wish to mention about the particular page they have highlighted. 
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Text Illustration Category Girl and story 

One afternoon 
Joaquin and 
Prietita are playing 
loteria. 

Joaquin and Prietita 
are outside playing 
loteria. 

Playing Jo- Jo and nana are 
in Empalme 
playing loteria. 

Neighborhood 
boys yelling at 
Joaquin. 

Joaquin is facing 
three boys, one of 
them is pointing at 
him. 

Fighting: 
Participants and 
Observers 

Ga- A group of 
high school 
students comes to 
her home to fight 
with her older 
sister. 

Curandera already 
drew curtains; tells 
Joaquin and mama 
to hide under the 
bed. 

Joaquin and mama 
are crouched and 
lifting the 
bedspread. 

La Migra/La Chota Ka- Tells the story 
her mama told her 
about running and 
hiding from la 
migra. 

Curandera already 
drew curtains; tells 
Joaquin and mama 
to hide under the 
bed. 

Joaquin and mama 
are crouched and 
lifting the 
bedspread 

La Carcel Jo- Mama and 
brother are chased 
by la migra. A few 
years later, brother 
imprisoned. 

Table 5.4. Direct connections to the book 

Because the text told a stoiy about events and experiences that were familiar to the 

girls, they were able to search their life experiences for connections that would help them 

understand what was happening to Pnetita, Joaquin and his mother. The girls were able 

to see themselves represented in the book and also in real-life lived-through situations 

where they were either participant and/or observer. Cochran-Smith (1984) discusses 

preschoolers using their personal experiences to make sense of the book being read to 

them stating, "readers/listeners will take the knowledge that they have gained from direct 

or secondary experiences outside of texts and use this knowledge to make sense within 

texts" (p. 174) which is similar to what the girls did during our discussion as they 

assumed the role of participant and/or commentator. 
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Rosenblatt (1978) suggests reading is a transactional process between the text and the 

reader; the text carries the author's proposed meaning and the reader brings his or her 

own interpretation to the text based on their life experiences. Together the reader with the 

text creates an interpretation which Rosenblatt (1995) calls a poem. This poem must link 

back to the text from which it was created "if it is to be understood in light of the text 

from which it co-evolves, and if it is to be a transaction that has shared understanding" 

(Lehr, 1995, pp. 13-14). The girls each created 'poems' as they took events from their 

lives and combined those with the events occurring in the story to make sense of their 

lives and the text. 

Throughout the discussion, the girls connected to the sense of fear, anxiety, tension, 

and nervousness created by the author as she told the story of Prietita, Joaquin and his 

mother. The book provided situations that were all too real to the girls, as evident in the 

analysis, which helped them reflect on their lives and understand the events in the text 

more clearly. Their way of making sense of the book was to tell stories of their lives, 

which at times mirrored the events of the book. These life-stories not only helped them 

understand the text; they also allowed them to step away from their lives, if only briefly, 

and reflect on, think about and see connections between the events in their lives so far. 
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A Case Study of Radio Man 

The book discussed in this section. Radio Man, was part if our class study of migrant 

workers and deals directly with migrant workers. This discussion took place on June 5, 

2003, one week after the discussion of Friends From the Other Side/Amigos del otro 

lado, and it was the fifth of seven discussions. Jomaira, Kati, Gabriela, Shayla and 

Cecilia were present. 

Radio Man (Dorros, 1993) tells the story of Diego, a Mexican migrant worker, and his 

family as they travel across the western United States picking crops, Diego travels by car 

with his mother, his father, his little sister Alicia, and his grandfather. Diego has been 

given the nickname "Radio Man" because he is always listening to the radio. 

Diego has a good friend named David, also a migrant worker, with whom he spends a 

lot of time. When cabbage season is over, both families must leave in order to find work 

and the boys become separated. David's family leaves first and Diego waves good-bye 

to his best friend, sad and unsure of when he'll see him again. 

Diego's family drives west and ends up in Arizona, in time for melon season. While 

there, Diego meets up with cousins he hasn't seen in a long time. They walk to school 

together every morning and in the afternoons join their families in the fields. As soon as 

melon season ends, Diego's family packs up again, this time headed for the cherry farms 

in Lodi, California. Once there Diego is hopeful he will find David, as he always met 

someone he knew at the various camps his family lived and worked in, Diego recognizes 

two boys he had gone to .school with in Arizona, but he still doesn't find David, 
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Cherry picking comes to an end and still Diego does not find David. Diego's papa 

tells him they will be heading north to new places. The family drives through the 

redwood forests, through some dry lands and past the ocean and finally ends up in 

Sunnyside, Washington for apple picking season. While in the apple orchard, Diego 

tunes into a local radio station, as he always did. He hears the radio announcer give a 

phone number and encourage people to call in and give their messages on the air. Diego 

and his abuelo run to a payphone where Diego makes it through to the radio station and 

gives his message, "Hello David! This is Diego. Are you here?" The story ends with 

both boys standing ann-in-arm, each holding a radio. 

The major themes I see represented in this book are family, friendship, working, 

migration, and survival. Although none of the girls in this case study were migrant 

workers, they all had family members who at one time were or are migrant workers, and 

so had possible connections to the issues in the book. 

The analysis of this literature discussion includes narrative intertextual analysis (NIA) 

maps of the discussion similar to the ones presented in the case study of Friends From 

the Other Side/Amigos del otro lado. As was the case with Friends From the Other 

Side/Amgios del otro lado, mapping this discussion was particularly useful because it 

helped me visualize the connections the girls were making to each other's stories and to 

the text. The NIA maps helped me see the intricacies of the girl's connections, thus 

enabling me to bring together all of their connections. 

I created two NIA maps for this discussion; the first is a map of the girls' stories and 

their connections to each other and the second connects the girls' stories to the text and 
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the illustrations in the book. Mapping the text in the book, the illustrations and the girls' 

stories/connections side by side gave me a clearer picture of the various connections 

throughout the discussion. Once again, mapping the discussion helped me see the 

complex connections the girls made to the book and to each other's stories. The NIA 

map also clarified some questions I had about the appropriateness and connectedness of 

some of the stories told by the girls. At times I wondered what prompted the girls to 

discuss particular things. The NIA maps helped me understand their connections and 

what had generated them. 

There were at total of thirty-two stories told during this particular literature discussion. 

Gabriela told the most stories, twelve, and Kati the least, only telling three, although and 

Shayla were close at four and five respectively, while Cecilia told eight stories (see Table 

5.5). The first story, told by Jomaira had two connections made to it. The second story, 

told by Cecilia, had three connections. The third story, told by Gabriela, had fourteen 

connections made to it and the fourth story, told by Cecilia, had nine connections. 

Interestingly enough, all of the stories dealt with family in some capacity. 
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Name #of 
stories 

%of 
stories 

Gabriela 12 37% 

Cecilia 8 25% 

Shayla 5 16% 

Jomaira 4 13% 

Kati 3 9% 

Total 32 100% 

Table 5.5. Story table 

The categories of talk that were developed from this transcript are Traveling, 

Working, and Arguing. The stories in the category of traveling are divided into two 

subcategories. Traveling in the United States and Traveling to Mexico. These categories 

reflect the major topics of the stories being told by the girls. As evidenced by Table 5.6, 

the category of Traveling to Mexico contains the most stories, 15, and Traveling in the 

United States contains the least number of stories, 3. 

Category Travel in U.S. Travel to Mex. Working Arguing 

Jomaira 1 2 0 1 

Shayla 2 1 1 1 

Gabriela 0 9 0 3 

' Cecilia 0 2 3 3 

Kati 0 1 0 2 

Total 3 15 4 10 

Table 5.6. Number of stories per category 
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Traveling in the United States 

Sh(18) 
Radio in hotel 

roomHke 
Cynthia's 

Jo(l) 
Traveling to Las Vegas 
andDisney on a&rily 

v^K^^on 

Sh(17) 
Tiuveling withfeiialy 

to Disney 

Text pp. 11'12 

Diego is waving to David as he 
drives away with his femily 

Figure 5.5. Traveling in the United States Map 

Traveling in the United States includes three stories told by the girls where they are 

traveling with their families (see Figure 5,5). Jomaira tells the first story in this category 

which is connected to the scene in the book where Diego's family is traveling through the 

desert at night. Shayla connects to Jomaira's story by telling about a time she too 

traveled by car with her family. 

Jomaira begins the discussion by telling us a stoiy of a car trip she took with her 

family to Las Vegas and Disneyland, introducing the category of traveling, and 

specifically the subcategory of traveling in the United States. She tells us that her whole 

family was going on a vacation to Disneyland and Las Vegas. She invited a friend to 

accompany her on this little vacation and is eagerly awaiting her arrival. Much to her 

dismay, her friend has been given permission to go with Jomaira and her family, but there 

is a condition attached; she must take her little sister. 
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Sh- lY porqu6 se tenia que llevar a su hermanita? 
Jo- Porque su hermanita se iba a quedar llorando y, y, si la dejaban ir, a, a ella 

la tenia que dejar, tenia que llevar a su hermanita porque si no estaba 
llorando. 

Cy- lA donde qui ere que va la her-tu prima grande, tiene que ir su her-, 
hermanita? 

Jo- ^Hmm? 
Cy- lA donde va tu amiga, tiene, donde va todo el tiempo su amiga contigo 

tiene que ir su hermanita? 
Jo- [Nod] 
Cy- ^Por que? 
Jo- Porque luego, no se, porque luego empieza a llorar. 

Sh- Why did she have to take her little sister? 
Jo- Because her little sister would stay [home] crying and, and, if they let her 

go, a, a, they would have to let her go too, she had to take her little sister 
or she would stay crying. 

Cy- So, wherever the sis-, your big cousin goes, her sister has to go too? 
Jo- Hmm? 
Cy- Where you friend goes, she has to, wherever she goes with you, she has to 

take her little sister? 
Jo- (nods in agreement) 
Cy- Why? 
Jo- Because, then, 1 don'/ know, because then she 7/ start crying. 

Jomaira 's story includes a sense of confusion that is expressed by the girls as they 

question her. The girls searched for an explanation as to why's friend had to take her 

little sister along with her; the girl's simply couldn't comprehend the condition placed 

upon's friend. Jomaira couldn't provide an answer because she too was unaware of the 

circumstances surrounding this condition. She provided the girls with the only response 

she could think of—that the little sister would stay home crying. 

The author has created a mood of sadness as we are told that Diego (Radio Man) and 

David will not see each other for some time because their families are going to different 

parts of the country to pick crops. Although Jomaira's story is one of going away on 

vacation, and the text discusses the families moving because they are looking for work. 
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Jomaira is capturing the essence of what is being expressed by the author- sadness and 

confusion. She is sad because her friend is unable to accompany her on vacation and 

confused because she does not understand the stipulation placed on her friend. 

The only connection made to Jomaira's story is a story told by Shayla of a car trip she 

took with her family. Shayla tells us she and her family drove to Disneyland, just as 

Jomaira's family did, however Shayla's story focuses on the things she noticed while at 

the hotel, rather than an event of sadness and confusion as in Jomaira's story. Shayla's 

story resembles a play-by-play account as she details the things she came in contact with, 

including many cars and several with Texas license plates, apple trees and houses, and a 

lot of people. 

While at the pool she seems to categorize the people she saw according to what they 

were doing at the time, "habian unos de jump rope, unos de beisbol, unas personas que 

hablaban/f^ere were some who jumped rope, some of baseball, some people who spoke 

(tour guides)." It appears that categorizing helped Shayla make sense of her situation in 

relation to the text we were discussing- she was on vacation and surrounded by people 

who were having fun, while in the text, Diego and David were surrounded by people who 

were working, 

Diego and David are migrant workers, and their family trips were not made for the 

sake of fun; they traveled for money and for survival. Shayla and her family traveled for 

pleasure and by choice, to have fun just like the people she saw at the hotel pool. Shayla 

was very aware of her surroundings and based on her story, this awareness seemed 

significant for her understanding of traveling for fun, versus traveling for survival, as the 
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characters in the book did. While telling her story, Shayla focused on the things her 

family did for fun; "luego cuando ya, ya fuimos a nuestro departamento, habia un radio 

pero sin, para conectarlo, no tenia radio como el de la Cecilia, y luego estabamos oyendo 

la musica y todo, y luego las noticias que le dieron como a el, y luego que yo estaba 

esperando una, pues si buscaba una nifia para j agar, y luego not later when we, when we 

went to our apartment, there was a radio, but without, to connect, it didn't have a radio 

like Cecilia's, and then we were listening to the music and all and then the news we got, 

like him [David in book] ,and then I was waiting for, well I was looking for a girl to play 

with, and then no [I didn't find one], 

Britton (1970) discusses "that we habitually create representations of one kind or 

another of the things we meet in the actual world in order to use them in making sense of 

fresh encounters" (p. 12). Shayla's actual world meeting, her family trip, helped her make 

sense of a fresh encounter, the text, Radio Man. Shayla's story seems to have captured 

her awareness of the differences between traveling for fun versus traveling for survival. 

She appears to be taking a more analytical view of the text. 

Jomaira, on the other hand, is connecting to the emotions related to the situation in the 

text; those of confusion and sadness, even though her actual world meeting is similar to 

Shayla's— a family trip. This is not to say that one way of sharing world experiences is 

better than the other, it simply reminds us that all readers bring different ways of making 

meaning based on several factors. While it seemed important for Jomaira to connect to 

the mood created by the author, for Shayla it was more significant to connect to the 
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notion of traveling brought up by Jomaira and triggered by the illustration and text in the 

book. 

Traveling To Mexico 

Ga(12) 
Atifc 

Jo(2i) 

Cy(9) 

Figure 5.6. Traveling to Mexico Map 

In this category. Traveling to Mexico, the girls tell fifteen stories of trips they have 

taken with their families to Mexico (see Figure 5.6). It appears all the stories are 

triggered by the illustration in the text where Diego and his family are traveling through 

the desert at night. Gabrieia monopolizes this discussion and tells nine of the total fifteen 

stories. 
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Gabriela begins a complex string of stories about happenings in her home town, Atil, 

Mexico. Her first story is triggered by the scene in the text depicting Diego and his 

family traveling through the desert at night, as her family does on the way to Atil, 

Mexico. She tells us it is always "bien, muy, pero, muy oscuio/really, very, very, very 

dart" She adds that her father has to use the car high-beam lights because the road is so 

dark. Cecilia, using her life-knowledge (knowledge gained through lived through 

experiences), asks Gabriela if her father has ever been stopped by the police for using the 

high-beams. Gabriela replies, "No, no la ban parado. No mas en la carretera, en la 

carretera para ir a Magadalena o para ir al Altar/A'o, no they haven V stopped him. Only on 

the road to Magdalena or Altar. " Asked about the differences between the roads, 

Gabriela offers. 

No, porque en la carretera para alia al Atil tiene, alii tiene la migra, hay migra y 
los revisan las maletas y todo y nosotros vamos en un trai, en un, un carro que 
compramos aqui, un troque bianco asi, y, desde, lo chequean y todo pero dejan las 
maletas todas desechas, porque en donde las chequen y chequen para ver si 
tenemos pistolas o cigarros asi o cerveza. 

No, became in the highway to go to Atil, there they have the migra, there's the 
migra and they search your bags and everything and we go in a trai-, in a, in a 
car that we bought here, a white truck, like, and like, they check everything and 
then they leave your suitcases all a mess, because where they check them and 
check them to see if we have guns or like cigarettes or beer. 

Gabriela's story informs us of an unpleasant experience in traveling to Mexico- la 

migra's and other Mexican 'officials' searching of their belongings. (The word 'officials' 

is placed in quotations because I am unclear about what branch of the government these 

officials are from.) This story offers some insight into her life and the reality Mexican 

migrants and Mexican-Americans face as they travel to and from the Mexico, Although 
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this type of event does not occur in the book, I argue that Gabriela is using her knowledge 

about migrant workers along with her life experiences to infer what may happen to Diego 

and his family at the migrant labor camps. 

This particular story is followed by a series of responses to questions I pose asking for 

clarification about when and by whom their belongings are checked. According to the 

girls, they are checked by la migra and some Mexican officials as well. The girl's allude 

to the fact that sometimes these Mexican officials help themselves to any items that 

interest them, something that angers all of the girls. 

Gabriela's connection to the scene depicting Diego's family traveling through the 

desert at night seems almost exact— her family also traveled through the desert at night 

and they too have a white truck, but that is where the similarities end. As she began the 

story, Gabriela's mood was light and cheery, after all she was visiting "mi pueblito 

querido/m>' beloved village. " As she continued the story, however, her frame of mind 

changes to outrage, a sentiment echoed by the girls as they too voice their thoughts about 

the situation. 

I would argue that Gabriela used her story as a way "of explaining and of prompting 

others to new perceptions" (Heath, 1994, p.215 ). In this case, the 'others' may have been 

me. The girls (and all of the children in my classroom) are aware of my background and 

know the limits of my encounters with la migra. Throughout the literature discussions, 

the girls' use of their border knowledge served to enlighten and raise awareness. Because 

the girls frequent Mexico with their families, they have a shared understanding of what I 

call border knowledge, knowledge about issues that concern crossing the border, entering 
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either the United States or Mexico. This knowledge is gained either by personal 

experience or by listening to accounts of such experiences by family members or family 

friends. 

Shayla's border knowledge seemed more sophisticated than the rest of the girls as she 

reminded the group la migra is not the same as the Mexican officials and that they 

(Mexican officials) will keep things they want from your personal belongings. She also 

reminded the group they [la migra] search you only upon entering the United States, 

"Porque si vas alii, te tienes que revisar por si traes una cosa para alguien de alia, como si 

alguien te da algo de alia para aca tienen que revisar antes de regresar pa'ca/ Well, if you 

go, they have to check you in case you have something for someone over there, just like if 

someone gives you something from over there they have to check you before you come 

hack here. " 

A story told by Kati about visiting her aunt in Douglas, Arizona followed and included 

another piece of border knowledge as she talks about ios robachicos/^Ae kid stealers 

"Pasamos por Douglas y unas-fuimos para 'ya y pasamos y habia un robachico y mi tia 

nos dijo que no agacharamos pa'que no los viera/ We went through Douglas and some-we 

went over there and there was a kid stealer and my aunt told us to bend down so he 

wouldn't see m. " Interestingly enough, Kati does not provide an explanation of a 

robachicos, but Shayla does; 

Si Mis, porque hay unos que pasan all! por, agarrar unas cosas y tambien de 
Nogaies, por alii estan en la linea, venden unas cosas y luego nosotros, mi papa, 
nos dice que nos agachemos pa'que los roba chicos no piensen. 
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Yes, Miss, because there are some that cross over there, they grab some things 
and also from Nogales, they 're in the line, they sell things and then we, my dad, 
tells us to bend down so the kid stealers won't think. 

Shayla then adds that rohachicos steal kids and remind the group there are some here in 

Tucson as well. Kati's story sequence ends with the two girls' warning. 

Gabriela follows Kati's story with one of her more elaborate story sequences that is 

connected to the part in the book where Diego's abuelo is telling him about his village in 

Mexico. Gabriela describes Atil as "un pueblito bien chiquito/a smallpueblito " where 

everyone knows everyone and where most of her extended family lives. Her description 

of Atil likens it to the illustration in the text, complete with a winding road, mountains 

and valleys. 

Gabriela's story includes a brief mention of migrant workers as she tells us that 

located behind her grandmother's and godmother's houses are fields. It seemed Gabriela 

does not want to continue with this part of her story (about the migrant workers ), which 

interested the girls as evidenced by their questions, because she very quickly changes the 

topic. Gabriela seems to have an ulterior motive for bringing up the migrant workers, 

sharing her princess story. 

Si en fields pues hay un monton de fields atras de la casa de mi nana y luego 
tambien atras de la casa de mis ninos hay muchos fields porque todos ellos son 
trabajadores migratorios, todos del Atil son trabajadores migratorios el unico, la 
unica, el unico que, que no es trabajador migratorio es la, la Queen y la Princesa 
que la, ya sabe la Princesa es mi hermana del Atil, pues ella gano, ella es la, ella 
es la, ella es la que no trabaja y la que no trabaj a tampoco es la Queen, sabe quien 
es la Queen? La enemiga de mi hermana. 

Yes in fields well, there are a bunch of fields behind my nanas house and also 
behind my godparents house there are a lot offields because all of them are 
migrant workers, everyone in Atil is a migrant worker, the only ones, the only 
one, the only ones that are not migrant workers are the, the, the queen and the 
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princess, you know my sister is the princess of Atil, well she won, she's the one, 
she's the one, she's the one that doesn't work and the other one that doesn't work 
is the queen, do you know who the queen is? My sister's enemy 

Once Gabriela establishes that there are migrant workers in Atil, she is able to weave 

in the story of how her older sister became the princess of Atil. Based on the fact that 

Gabriela provides such a detailed account of her sister's rise to the crown, (it lasts four 

pages in the transcript), I would argue the rest of the story served as a '"backdrop, the 

relatively unimportant setting" (Lukens, 1986, p. 30). Gabriela uses the description of 

Atil, the 'backdrop', which was triggered by Diego's abueio's description of his pueblito 

in Mexico, as the bait to reel us all into listening to the real story, what she found exciting 

and worth sharing. 

Gabriela's story sequences, which in this case were nine related stories, demonstrate 

how she uses story to make sense of her life, Gabriela connected to the illustration in the 

book depicting the family driving through the desert at night and also to the actual text 

when Diego's abuelo was talking about his village in Mexico by telling a story about her 

life. That scene in particular evoked a feeling of nostalgia and created a mood that 

Gabriela easily connected to as she described her pueblito, Atil. Gabriela's stories also 

served to infer what might happen to Diego and his family at the labor camp. 

Kati connected to the sense of fear suggested by the text as we learn Diego's family is 

traveling through small towns looking for work. There is a certain fear of the unknown as 

they are unsure of what lies ahead for them, just as Kati was afraid of the robachicos she 

saw in Douglas, Arizona, an unfamiliar place. 
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Understanding certain aspects ofKati's and Gabriela's stories was supported by 

Shayla's border knowledge. Shayla's explanations proved necessary as she clarified 

and/or elaborated the meanings of some terms and situations. Throughout this category, 

the girls worked together to provide clear understandings of their stories. Wells (1986) 

suggests. 

Because they [stories] are produced in conversation, they, like all other 

conversational meanings are jointly constructed and require collaboration and 

negotiation for their achievement. In this way, members of a culture create a 

shared interpretation of experience, each confirming, modifying and elaborating 

on the story of the other, (p. 195) 

The girls created this shared interpretation of experience, a shared meaning, as they 

helped each other by providing border knowledge, questions, and related stories. 
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Working 
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Figure 5.7. Working Map 

The Working category includes four stories about working in the produce fields in 

Mexico (see Figure 5.7 ). Some of the stories include the girls as workers and others are 

second-hand accounts of working in the fields. The Working category is introduced by 

Cecilia's story about working in the fields alongside her father in Negates, Mexico. 

Cecilia begins this story sequence by referring to the page in the text where Diego, his 

family and friends are working in the cabbage fields. She remembers her father would 

"invitar/mv/te " her to work in the fields with him and also tells us there were a lot of 

other children in the fields working with their parents. Cecilia gives a very brief, 

although sufficient, description of the area she worked in, "habia casi como diez lineas y 

luego ponian mas para desde/ there were almost like ten lines (rows) and later they would 

put more, to um " as she continues to paint a portrait of the exhausting work done by 
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migrant workers. She shares that her father bought her a radio that she would sit and 

listen to when she became tired of picking. Cecilia, similar to Diego in the book, carried 

the radio with her whenever they went to the fields to work. 

Mi papa me compro un radio y luego todo el tiempo, pero no es de conectar, no 
mds es um, asi no mas de prenderlo y fui alii con el y, y um, agarraba fruta y le 
ayudaba, y, pero me sentaba porque me cansaba, me sentaba a oir el radio. 

My dad bought me a radio and then all the time, but it's not one you plug in, you 
only have to, it's, you turn it on, and I went with him and, and, um, we picked fruit 
and I helped him, and, but I would sit because I got tired, I would sit and listen to 
the radio. 

Cecilia continues her connections with the text and illustrations as she tells us about 

the price of the cabbage and lettuce she picked once they went to market. This 

connection was triggered by the illustration in the text showing the family stopped at a 

roadside store full of fresh produce. 

Vendian a, a un, los repollos a un peso, y um, los, los, la lechugas estaba bien 
bonitas y grandes y las vendian a diez pesos y sabe cuantas mas cosas porque no 
me acuerdo, y cuando vaya con mi papa yo creo que voy a tener ese radio todavia 
porque esta en Nogales y si es que no lo tengo esta en que mi primito que tengo 
alia me lo quebraron o me lo agarraron. 

Cabbages and all and they would sell them at, at one, the cabbages at one peso 
and um, the, the, the lettuce were very pretty and big and they sold them at ten 
pesos and who knows how many others, because 1 don't remember and when I go 
back with my dad I think 17/ have that radio still because it's in Nogales and if I 
don't have it, it's that my little cousin that's over there broke it or took it. 

Cecilia adds that she doesn't remember exactly what other produce she picked or how-

much it sold for before anyone has the chance to ask. It seemed she wanted to get to the 

more important part of her story, the radio. She tells us she left the radio in Nogales, 
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Mexico when she came to Tucson and wonders if her cousin has taken care of it, or if he 

decided to keep it for himself 

It appears that for Cecilia a major component of understanding the text was to relate it 

to her life experiences as a migrant worker; she goes to the fields with her father as Diego 

did in the book, and she also has a radio she listened to while in the fields. Cecilia also 

mentions that after spending all day in the fields with her father, she would become tired 

and sometimes fall asleep in the fields. 

Me quedaba donnida y luego, en el, en las fields y mi papa me daba una, una 
chaqueta, me lo prestaban ellos porque dormia en la tierra y luego cuando ya nos 
ibamos a ir me subi'an en el carro y ya, despues llegabamos a la casa. 

I would fall asleep and then, in the, in the fields and my dad would give me a, a 
jacket, he would lend it to me because they would sleep on the dirt and then when 
we would leave, he'dput me in the car and then, then we'd get home. 

Although there is no such event mentioned in the book, Cecilia constructed a picture 

of what may have happened based on her life experiences. Britton (1970) argues, 

we construct a representation of the world as we experience it, and from this 

representation, this cumulative record of our own past, we generate expectations 

concerning the future; expectations which, as moment by moment the future becomes 

the present, enable us to interpret the present, (p. 12) 

Cecilia's "cumulative record of her own past" provided her with the personal experiences 

to interpret her own present and predict what may have been Diego's experiences. 

Shayla, referring to the illustration in the text where the family is at the roadside store, 

shares that the picture reminds her of a time when "todavia no nacia yo/1 wasn't born 

yet" and they used to pick fruits and vegetables and then load them on trucks, which is 
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similar to what is in the text. Shayla begins the story sequence as any of the girls may 

have done by connecting to the illustrations in the text, however, her story abruptly ends; 

luego que mi mama que ya me, cuando estaba embarazada de mi, pregnant, estaba 
alii agarrando apples, lettuce, cucumbers, melons, todo eso que hay alii. Luego 
um, cuando ya iba nacer asi, y ya no podia. 

and then when my mom already, when she was expecting me, pregnant, she was 
there picking apples, lettuce, cucumber, melons, all that's there [in the 
illustration]. Then um, when I was going to be born, she couldn V. 

Even though Shayla uses the same illustration as Cecilia to begin her story sequence, 

the one where the family is at the roadside store, I would argue that it is the girls' 

knowledge of story structure that keeps them from following this story sequence. 

Shayla begins her story by using 'story language'; it reminds me of a time when, this cue 

prepares the group for a story, yet what ends up happening is a very sudden ending. Lehr 

(1991) says that "Children apparently focus on how stories begin and how outcomes 

proceed from actions" {p.21). In this case, Shayla's story does not appear to provide 

enough of an ending or details to capture and maintain the groups' interest. 

Shayla may be thinking too analytically about the book as we saw with her story 

sequence in the first category. Traveling in the United States. One could argue that 

Shayla saw how her connections weren't being met with the same response as the other 

girls because it was unattached, and analytical. This time she tells the story in the right 

place, however, because she wasn't present she is unable to provide details for her story. 

Lukens (1986) describes two kinds of settings in any piece of literature, "the backdrop 

or relatively unimportant setting and (2) the integral or essential setting" (p. 93). For 

Cecilia, the setting of the produce fields is integral; it is necessary for her understanding 
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of what is happening in the text and in her life. It has provided her a place to begin to 

understand Diego's life as she connects his life to hers. 

Arguing 

0/(lS) 
Aigueswith 

Nogalcs 

Ka(32) 
Birthday 

party 

Sh(26) 
Funny 
sister 

Ka(28) 
Boy burned 
with iron 

Ga(;29) 
Brother 

bumcd with 

Jo (24) 
Aigues with 

sister 

Brother's 

Textpp. 35-36 
Davidsitting at 
desk listening to 

radio and 
drawing a 

picture 

Figure 5.8. Map of Arguing 

Arguing includes ten stories about times when the girls are involved in an argument of 

some kind with a family member (see Figure 5.8). Arguing and Traveling to Mexico 

were the only categories where all of the girls participated by telling a story. Traveling in 

the United States and Working include stories told by only two of the girls; Jomaira and 

Shayla and Cecilia and Shay la, respectively. 

Cecilia refers to the very last illustration in the text depicting David, the friend Diego 

is searching for, sitting by the window listening to the radio and drawing a picture for 

Diego, as she tells us the stoiy of her torn journal page. She begins with some trepidation 

by telling us, "se me olvido//forgot to share this story" and just now saw the sticky note 

(the post-it ) on the page. The story begins with Cecilia listening to the radio (as the 
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illustration in the text depicts David) in her bedroom and doing her homework when she 

notices her little sister "rayo una hojas de qsX&s!scribbled on some pages " [of her 

journal]. She then informs us her mother tore out the page which angered Cecilia very 

much. Concerned, Gabriela asked her, ̂ Tenias algo Q^cntoHDidyou have something 

written on the page? Cecilia responds she did have something written and adds it was a 

page in which I had written her a response. 

Cecilia continues this story by telling us she was hit by her mother because she left her 

school books on the kitchen table within easy reach of her four-year-old sister. Kati, who 

visits Cecilia's home often, wonders why Cecilia was hit if her little sister is responsible 

and adds, "Cecilia ie tiene que parar un poquito a tu hermana, no a ti porque tu no fuiste 

la que lo hiciste/ Cecilia she [your mom] needs to stop your sister not you, because you 

weren V the one who did it". 

Cecilia's story introduced the topic of arguing in an interesting manner—by raising a 

rather controversial issue of parents hitting their children as a way to discipline them. 

Cecilia opens the story sequence by telling us that she forgot to share this particular 

connection and then commences to discuss an isolated incident concerning her mother's 

disciplining practices. 

Through the story we discover both Cecilia and her little sister, Pricilla, are hit. We 

also leam that Cecilia is a protective older sister who would rather not get her little sister 

into trouble, although as she admits, Pricilla can be quite mischievous. Responses to" 

Cecilia's story are mixed between confusion and anger; Kati and Shayla even offer 

suggestions on how to help Cecilia control her little sister and stay out of trouble. 
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It seems as if Jomaira wanted to lighten things up after Cecilia's rather serious story. 

Based on Cecilia's story, Jomaira tells us a story where she and her sister are arguing and 

the end result is rather embarrassing for her sister and at the same time quite amusing for 

Jomaira. Jomaira shows us her forearm, informs us her sister caused the bum/bruise and 

then proudly tells us of her payback, "luego me enoje yo, no traia brasier ella, luego le 

hice asi, y se ensenaron todos los chi-chi's/ then I got angry, she warn't wearing a bra, 

and then I did like this (lifting her shirt) and you could see her hoohs. " 

Jomaira's story did exactly what she anticipated, everyone laughed. There was a 

momentary shift from a very serious mood to a more relaxed and playful one. In keeping 

with this playful mood, the final story was told by Kati who refers to the illustration in 

the book where they are celebrating the end of cherry picking season by having a fiesta. 

Kati telis the story of her birthday party and shares how she was unable to break her own 

pinata, so her cousin did, "mi primo es muy alto, y le pego a la pinata y se cayeron todos 

los duices-'wy cousin is very tall, and he hit the pinata and all the candy fell out.'" Kati got 

enough candy, she tells us, and didn't appear to mind. 

Interestingly enough, the discussion ended with a brief argument about the accuracy of 

the whereabouts of Kati's party. Before Kati could provide an answer, the girls were 

debating the plausibility of hanging balloons outside and of having a pinata inside, Shayla 

directed the group to the illustration in the text and asked, "^Vez la pared, y como pueden 

pegar las balloons y papel en el cieloASVe the wall, (pointing to the illustration) and how 

are they supposed to stick balloons and streamers to the sky? " 
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Bakhtin (1981) argues every utterance is understood only within the context of the 

situation in which it is told. The stories told in this category of Arguing, probably 

wouldn't make much sense out of the context of this discussion. The text seems to have 

provided Cecilia an outlet for understanding what is going on in her life as she uses it as a 

springboard to discuss a difficult issue. Looking at Cecilia's participation in the 

discussion of Friends From the Other Side, in the category of La Migra/La Chota in 

particular, she also presented 'controversial' issues and in a very similar way; she begins 

with some apprehension as she seems to be aware of the possible inappropriateness of the 

topics she is introducing. 

Heath (1994), in her study of inner-city youth, discussed their use of story to 

understand their out-of-the-mainstream life experiences and found, "Through their 

tellings, they are both within and outside events and conditions recounted, and their own 

reflections and considerations of causes and consequences create one of several subtexts 

their stories hold" (p. 219). Cecilia is not an adolescent, however, I would argue she is 

using story in much the same way as the adolescents in Heath's study- to make sense of 

and reflect upon her atypical life experiences. (A note on Cecilia, I spoke with her 

mother after this discussion and learned there was much more to the story than was 

presented.) 

Discussion of the Radio Man case study 

The girls had strong connections to this text even though the text itself was not very 

critical or controversial. I believe that our class study of migrant workers provided the 

girls with the background knowledge necessary to question and reflect upon things that 
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may have happened to Diego and his family even if they were not written about in this 

particular text. 

While looking at the ten stories presented in this case study, it was interesting to 

note that the girls once again took on the roles of Participant and Commentator as 

discussed in the case study of Friends From the Other Side/Amigos del otro lado. This 

time, however, there was quite a disparity with the number of times each of the roles was 

assumed; the role of Participant was assumed 90% of the time while the role of 

Commentator was only taken once, or 10%. (See Table 5.7) 
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Category and Story # Role of girl; 
Participant 

Role of girl; 
Commentator 

Traveling in U.S.-HI Jo X 

Traveling in U.S. -#2 Sh X 

Traveling to Mexico-#! Ga X 

Traveling to Mexico-#2 Ka X 

Traveling to Mexico-#3 Ga X 

Working-#! Cy X 

Working-#2 Sh X 

Arguing-#! Cy X 

Arguing#2-Jo X 

Arguing#3-Ka X 

Total Stories 
10 

Total Part. 
9 

Total Comm. 

Table 5.7. Role of girls in stories 

As demonstrated by Table 5.7, the role of Commentator was assumed by Shayla in the 

Working category. This is the only time when one of the girls is not a central character in 

the story she told. Remember that in this story Shayla tells us her mother is pregnant 

with her while working as a migrant farm worker. Recall also that Shayla did not finish 

telling this story. It seems Shayla wanted to contribute a story where she was a central 

character as the other girls had been doing. She had a chance to do so in this particular 

sequence but perhaps was unable to finish her story because she needed more time to 
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think it through. Having been in several other discussions with the girls, Shayla seemed 

to have figured out she didn't have the time because if she couldn't tell a story, another 

girl certainly would. Shayla stopped her story and naturally, someone else began another. 

Through the stories children tell, they are developing a sense of self and an image they 

want to present to the world. The stories present us with a picture of the person they want 

us to see; this picture, provided by the stories they tell, does not always look the same. 

Just as a book takes on a different meaning every time it is read, so to do the stories we 

tell. We are a different person based on our ever changing life experiences. The 

circumstances in our lives change and this affects the way in which we interpret and tell 

the stories of our lives at that particular moment in time. 

1 believe the girls took on the role of Participant 90% of the time in this particular 

discussion because of the nature of the book. As I stated at the beginning of this section. 

Radio Man was not a controversial or critical book, especially when compared with 

Friends From the Other Side/Amigos del oiro /ado. Because this book was much lighter, 

in illustrations and content, the girls gave the impression of feeling more at ease thus 

allowing them to share stories where they were the central character, even when they 

were not pleasant stories such as the ones shared by Cecilia in the category of Arguing. 

Radio Man did not seem to provide the same sense of fear-provoking reality as 

Friends From the Other Side/Amigos del otro lado did; there was no mention of la migra, 

and for the most part the sense of fear and threat was non-existent in our discussion of 

Radio Man. It seemed the girls did not need to distance themselves from their lives as 

much in this discussion in order to make sense of their life experiences because the book 



223 

didn't seem to trigger the intense connections Friends From the Other Side/Amigos del 

otro lado did. They didn't need to remove themselves from the situations they presented 

by taking on the spectator role in this discussion because they didn't feel a sense of fear. 

McGinley, Kamberelis, Mahoney, Madigan, Rybicki and Oliver (1997) consider, 

"Stories [read in books] can be a means of personal and social exploration and reflection-

an imaginative vehicle for questioning, shaping, responding and participating in the 

world." (p. 43). I agree and add the stories children tell can be a means of personal and 

social exploration. The girls in this study told stories that challenged their pre-existing 

knowledge of their life experiences. Bringing to light their life experiences, however 

unpleasant they may have been, provided the girls with an opportunity to examine these 

experiences outside of their usual surroundings, their homes and the people who are 

actors in tliose stories, thus enabling them to be more critical. Britton (1970) believes, 

"We habitually use talk to go back over events and interpret them, make sense of them in 

a way that we are unable to while they are taking place" (p. 19). By creating this distance 

from their usual surroundings, the girls are able to depend on themselves for a beginning 

understanding, rather than depending on a parent to do this for them. 

Through the stories the girls told they were able to explore and reflect on what they 

had taken for granted up to this point in their lives. The stories and the discussions they 

facilitated gave the girls the opportunity to question, respond and reflect upon their lives 

in a safe environment without fear of repercussions (as opposed to doing the same at 

home with their families) much in the same way the students in McGinley et at. (1997) 
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study "found reading and responding to literature led not only to an understanding of the 

conceptual content of the stories but also to a process of reflection that helped them to 

understand themselves, others, and the world in which they lived" (p. 43). I believe that 

the girls in my study used their personal stories in much the same way, to help them 

understand themselves, their families, and the world in which they live. 

As was the case with Friends from the Other Side/Amiga s del otro lado, it may appear 

the girls did not rely on the text while making their connections and telling their stories, 

however, the first story in every category can be traced to a specific page in the text, (see 

Table 5.8.) 

Text Illustration Category Girl and Story 

Explains that 
Diego and David 
are migrant farm 
workers 

Fields, crates of 
cabbages, boys 
working 

Working Cy- Cy in fields in 
Mexico working 
alongside her father 

Diego waved until 
he could no longer 
see David. 

White car driving 
through desert at 
night. 

Traveling in U.S. Jo- Traveling by car 
to Las Vegas with 
her family. 

Diego waved until 
he could no longer 
see David. 

White car driving 
through the desert at 
night. 

Traveling to Mexico Ga- Traveling by 
car to Atil, Mexico 
with her family. 

There was 
someone listening. 

David sitting by the 
window drawing a 
picture for Diego. 

Arguing Cy-Cy in her room 
listening to radio 
and doing her 
homework. 

Table 5.8. Direct connections to the books 

The girls were able to see themselves or their lives represented in the book we read and 

told stories that helped them understand their life experiences and the experiences of 

Diego and his family. 
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Duckworth (1996) suggests, "Meaning is not given to us in our encounters, but it is 

given by us-constructed by us— each in our own way, according to how our 

understanding is currently organized" (p. 112). Each of the girls brought their own view 

of the world to this discussion and used the text to facilitate an understanding of their 

lives while at the same time using their lives to understand the text. They created 

meaning of their life experiences and the book by sharing their stories, talking about their 

lives and answering questions about their understandings. 

Discussion of the Case Studies 

In The Call of Stories, Coles (1989) introduces Dr. Ludwig, his Supervisor at the onset 

of his career as a Psychiatrist, and shares comments made by him that would forever 

change the manner in which Coles worked with his patients. Ludwig spoke of patients as 

people who brought psychiatrists their stories with the "hope they [patients] tell them 

well enough so that we understand the truth of their lives" (p. 7). Ludwig knew that 

listening to people's life stories was a significant method for gaining a better 

understanding of the person in order to ultimately help them . Listening to stories was new 

to Coles. As he explained "psychiatrists often hover over their patients, intent on 'getting 

a fix' on them..." (p.7) and later decide upon a "therapeutic agenda" (p.7). Rather than 

getting a fix on his patients. Coles learned to listen to their stories. This would become a 

considerable component of his work with patients. 

I compare my role as the girls' teacher to that of a psychiatrist in the sense that I too 

must listen to their stories because I need to understand them (Cochran-Smith, 1984, 

Dyson & Geneshi, 1994 Engel, 1995, Taylor-Dorsey-Gaines, 1988) and the diverse 
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experiences that make them each an individual. I need to understand their life stories in 

order to be a better and more effective teacher. 

The case studies of Friends from the Other Side/Amigos del otro lado and Radio Man 

provided an analysis of the stories told by five Spanish speaking girls as they tried to 

make sense of books and their lives by sharing their life stories. Each of the girls told 

stories and for each of them the sharing of the stories and the stories themselves served 

different purposes. 

McGinley et ai. (1997) discuss the different ways in which story reading served the 

third through fifth-grade students in their study, 

As a means to envision and explore possible selves, roles and responsibilities 

through the lives of story characters, to describe or remember personal experiences 

or interests in their lives, to objectify and reflect upon certain problematic emotions 

and circumstances as they related to important moral and ethical dilemmas in their 

lives. Reading also functioned in more social ways providing children with a 

means to understand, affirm, or negotiate social relationships among peers, family 

members, and community members, as well as to raise and develop their awareness 

of significant social issues and social problems, (p. 56) 

Even though the McGinley et al.study focused on story reading, I believe sharing their 

life stories served similar functions for the girls in my study; 

1. As a means to 'explore possible selves', 

2. To describe or remember lived through experiences, 

3. To distance and reflect upon certain problematic circumstances. 



227 

4. To understand social relationships among peers and family members and 

5. To raise or develop others awareness of significant social issues and social 

problems that directly affect them. 

Bringing to light their life experiences, however unpleasant they may have been, 

provided the girls with an opportunity to examine these experiences outside of their usual 

surroundings, their homes and the people who participated in these stories, thus enabling 

them to be more critical. Creating a distance from their families helped them see things 

through their eyes and not through those of their parents. In reflecting upon unpleasant 

circumstances, the girls were able to create distance which allowed them to free 

themselves from the emotional constraints of the event and attempt to reflect upon the 

experience in a more removed manner. 

The girls were able to represent themselves in the manner they chose to when they 

explored their possible selves. Since no one in our group had lived through any life 

experience together, we had to, as Hardy (1978) believes, "come to know each other by 

telling, untelling, believing, and disbelieving stories about each other's pasts, futures, and 

identities" (p. 13). Jomaira's stories come to mind as she informed us she is learning 

about the world, related to border issues specifically, by living through many different 

experiences. 

By sharing stories of lived through experiences we were able to learn what life 

experiences were significant to each girl as she shared her life stoiy. Gabriella's 

numerous stories of her pueblito, Atil, informed us of how important it is in her life even 
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if, as her mother says, "me la traje muy chiquita y ella no recuerda/ / brought her [here to 

U.S.] when she was very little and she doesn 't remember. 

I believe Cecilia shared several stories dealing with problematic subject matter so that 

she could reflect upon these circumstances in an effort to gain some kind of control and 

understanding of her chaotic young life. Happily, I am able to say that since school 

began in August Cecilia's life has become more stable and often predictable. 

Kati's stories placed her family members in similar situations as the characters in our 

stories as she tried to understand her role in our discussions and her family. Kati is the 

youngest child in her family and the expectations placed upon her aren't always to her 

liking; she has a niece who she is expected to care for sometimes although she frequently 

reminds her family how little she still is. Kati's role as an older member of her family 

who needs to assume some responsibility isn't one she is eagerly embracing. 

Shayia spoke often of a family member who is unable to visit Mexico because they do 

not have papers. This family member drives Shayia and her siblings to Nogales, Arizona 

and watches them as they walk across the border to visit their grandparents. Through the 

sharing of this story as well as her border knowledge, I was made aware of some 

unpleasant social issues the girls and their families must live through. 

In describing fictional narratives, Benton (1992) explains, 

The voices within the narrative that do the "telling", the generative power of the 

words that are chosen, the emotional charge that language carries with it: all these 

qualities invest both the virtual world that is created and the formal shape in which the 

story is cast. (p. 26) 
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Even though Benton is discussing fictional narratives 1 believe the real-life narratives the 

girls told emanate these qualities. When Gabriella told the group the story of her father 

being taken by the border patrol, the story was emotionally charged. Cecilia's choice to 

provide an alternative name for the Border Patrol (la chota) gave that particular story a 

different feeling as the most of the girls demonstrated their border knowledge and offered 

explanations for this new word, la chota. I believe the girls' stories include the elements 

necessary for a good story; they have interesting characters, their word choice adds to the 

feeling of the story, their descriptions of the places where some of the stories take place 

are vivid and the stories are interesting, 

Rosen (1984) believes narrative is "a meaning making strategy" (p. 13). As the case 

studies demonstrated, the girls' ultimate goal in telling their stories was to create 

meaning; they used story as a meaning-making device. In the course of making 

connections to the books we read, the girls told related stories that not only helped them 

make meaning from the book but also of their lives. They came to a better understanding 

of who they are and of the circumstances in their lives that have positioned them and their 

families. Meek, Warlow and Barton (1978) believe, "Storying is the most significant way 

we explain how we came to be where we are, and a universal language habit that 

transcends all cultural barriers" (p. 8). By talking about their lives to other children who 

share similar backgrounds, the girls were able to see the similarity of their experiences 

with the other girls in our group. 

It may give the impression the girls did not rely on the text when making their 

connections and telling their stories. However, the beginning of each story sequence can 
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be traced back to the wording and/or the illustrations in the book. The girls' use of their 

lives to understand the text was evidenced by the connections made to the text as shown 

in Tables 5.9 and 5.10. The text and illustrations served as a starting off point for the 

girl's stories as they "learned when and how to take information from their pools of 

world knowledge in order to make sense of text" (Cochran-Smith, 1984, p. 6). 

Text Illustration Category Girl and story 

One afternoon 
Joaquin and 
Prietita are playing 
loteria. 

Joaquin and Prietita 
are outside playing 
loteria. 

Playing Jo- Jo and nana 
are in Empalme 
playing loteria. 

Neighborhood boys 
yelling at Joaquin. 

Joaquin is facing 
three boys, one of 
them is pointing at 
him. 

Fighting. Participants 
and Observers 

Ga- A group of 
high school 
students comes to 
her home to fight 
with her older 
sister 

Curandera already 
drew curtains; tells 
Joaquin and mama 
to hide under the 
bed. 

Joaquin and mama 
are crouched and 
lifting the 
bedspread. 

La Migra/La Chota Ka- Tells the story 
her mama told her 
about running and 
hiding from la 
migra. 

Curandera already 
drew curtains; tells 
Joaquin and mama 
to hide under the 
bed. 

Joaquin and mama 
arc crouched and 
lifting the 
bedspread 

La Carcel Jo- Mama and 
brother are chased 
by la migra. A few 
years later, brother 
imprisoned. 

Ta Die 5.9. Direct connections to the hook-Friends 
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Text JJJustration Category Girl and Story 

Explains that 
Diego and David 
are migrant farm 
workers 

Fields, crates of 
cabbages, boys 
working 

Working _ Cy- Cy in fields in 
Mexico working 
alongside her father 

Diego waved until 
he could no 
longer see David. 

White car driving 
through desert at 
night. 

Traveling in U.S. Jo- Traveling by car 
to Las Vegas with 
her family. 

Diego waved until 
he could no 
longer see David. 

White car driving 
through the desert at 
night. 

Traveling to 
Mexico 

Ga- Traveling by car 
to Atil, Mexico with 
her family. 

There was 
someone 
listening. 

David sitting by the 
vwndow drawing a 
picture for Diego. 

Arguing Cy-Cy in her room 
listening to radio 
and doing her 
homework. 

Tabi e 5.10. Direct connections to the book-J?adio Man 

Because both Friends From the Other Side/ Amigos del otro lado and Radio Man told 

stories about events and experiences that were familiar to the girls, they were able to 

search their life experiences for connections that would help them understand what was 

happening to the characters in the texts. The girls were able to see themselves represented 

in the books and also in real-life lived-through situations and told stories accordingly. 

Rosenblatt (1978) suggests reading is a transactional process between the text and the 

reader; the text carries the author's proposed meaning and the reader brings his or her 

own interpretation to the text based on their life experiences. Together the reader and text 

create an interpretation which Rosenblatt (1995) calls a poem. This poem must link back 

to the text from which it was created "if it is to be understood in light of the text from 

which it co-evolves, and if it is to be a transaction that has shared understanding" (Lehr, 

1995, pp. 13-14). The girls each created 'poems' as they took events from their lives and 
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combined those with the events occurring in the story to make sense of their lives and the 

text. 

Rosen (1986) believes "narrative has an importance much deeper and broader than the 

purely literary values we customarily give to it and that is has a preeminence among the 

discourse options open to us" (p. 230). Why then are children's stories often ignored and 

seen as "simply cute and rather transparent, limited in meaning and complexity" (Engel, 

1995, p. 3)? The stories told by the five girls in this study were anything but 'cute and 

transparent'; their stories presented real-life circumstances and concerns that at times 

were a little challenging to discuss. Through their stories they also questioned the events 

in their lives and they also gained an appreciation for their lived through experiences. 

Hardy (1978) believes narrative is "a primary act of mind transferred from art to life" 

(p. 12) and that "in order really to live, we make up stories about ourselves and others, 

about the personal as well as the social past and future" (p. 13). How unfortunate that 

"our society, and our educational institutions, are stratified in ways that define certain 

kinds of narrative as inferior, and people to whom such kinds of narrative are natural as 

inferior as well" (Hymes & Cazden, 1992, p. 177). Narratives are a very natural way of 

life for the girls presented in these case studies. 

In the eyes of some in our educational institutions they are seen as inferior; they have 

worn the labels 'disadvantaged' and 'at risk'. These girls, in particular, and all Latino 

children, in general, do not warrant the labels they are assigned or the disdain they are 

shown because they are Spanish speakers. These are hard working intelligent girls who 
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are able to connect their lives to characters and events in the books we read and tell 

stories about their lives in an attempt to make meaning. 

Applebee (1978) believes children, such as the five girls in these case studies, are 

more concerned with ''summarizing or recreating the action" (p. 108), and that it is not 

until adolescence, he continues, that they are concerned with analyzing a story, and 

"with forming generalizations about its meaning" (p. 108). Fortunately for my students, I 

do not hold such low expectations for young children and the data demonstrates that these 

five young Spanish speaking girls are capable of thinking critically and abstractly. 

Summary of the Chapter 

This chapter presented an in depth analysis, case studies, of the discussions of the 

books Friends from the Other Side/Amigos del otro lado (Anzaldua, 1993) and Radio 

Man (Dorros, 1993). The case studies focused on five young Spanish-speaking girls as 

they sought to make meaning of their lives and the books we read during literature 

discussions through the use of stories. The case studies demonstrated that the girls 

knowingly chose the stories they shared with the group, they told the stories at the 

appropriate time during the literature discussions, and they thought about the stories that 

had just been told, some mentally (in their minds) and others verbally. 
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CHAPTER SIX 

FINDINGS AND IMPLICATIONS 

This teacher research study took place in my bilingual second grade classroom and 

focused on the use of story by five Spanish-speaking girls as a way to make meaning 

from their lives and books during small group literature discussions. This chapter 

provides a summary of the findings from this dissertation and discusses the implications. 

The implications of this study are organized around four themes; Stories as Academic 

Thinking, Stories as Windows into Children's Lives, Literature Discussions; Children as 

Critical Thinkers, and Mapping as a Tool for Analysis; Narrative Intertextual Analysis. 

Overview of the study 

The purpose of this study arose from my concerns with the low expectations some 

educators hold for linguistically and socioeconomically diverse children. When there is a 

mismatch between the school and home in literacy experiences, children are often labeled 

as 'disadvantaged'and their home literacies are not valued in the school context (Ferreiro 

& Teberosky, 1982; Purcell-Gates, 1982; Heath, 1983,1986; Taylor & Dorsey-Gaines, 

1988; Moraes, 1996). In order to meet the needs of these 'disadvantaged' children, 

curriculum is "watered-down" (Moll, Diaz, Estrada & Lopez, 1992, p.42) and these 

children are subjected to unchallenging curriculum that stresses basic skills. 

For the past ten years I have worked with children and families of this population 

some would call 'language and culturally deficient'. I have discussed critical issues, such 

as racism, poverty and immigration, with these children and their families and have seen 

firsthand that these children are capable of and entitled to an education that pushes their 
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thinking. Although their first language is not English, and their idea of literacy and 

manner of becoming literate may not be consistent with that of the American public 

school system, this in no way signifies they are deficient. Recent state (Proposition 203) 

and federal legislation (NCLB) have taken away schools capacity to decide what is best 

for the children in their buildings and are pigeonholing teachers. This legislation forces 

schools to view all of their children through the same lens which does not allow time for 

valuing the richness of each child's life experiences and their way of communicating 

them. Every person has a way of making sense of the world; simply because it doesn't 

match that of the majority does not make it or them 'wrong'. For the five girls in this 

study, telling their life stories surfaced as a means for them to make sense of their lives 

and of the books we read during literature discussions. The research was guided by these 

questions: 

1. What stories do these Spanish-speaking girls bring from their lives to literature 

discussions? 

2. How do these girls use their stories to make sense of literature? 

Theoretical Frame 

The theoretical frame for this study was based on story and reader response. In his 

seminal piece. The Call of Stories, Coles (1989) shares his journey at the onset of his 

career as a psychiatrist. Coles had been advised by his supervisor. Dr. Ludwig, to listen 

to his patients' stories rather than "get to the concise, penetrating heart of things" (p. 14) 

by making a quick-fix diagnosis. Listening to his patients' life stories allowed Coles the 
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opportunity to gain a better understanding of what had brought them to this point in their 

lives. 

Children, even the very young, bring the stories of their lives with them when they 

come to school. Rosenblatt (1995) believes, "We can communicate because of a 

common core of experience, even though there may be infinite personal variations" (p. 

28). Children have all dealt with this 'common core'; "birth, growth, love, and death" (p. 

28), in one form or another. These experiences serve as the background for the stories 

the children tell during our literature discussions as they try to gain an understanding of 

their lives and the books we are discussing. 

During literature discussions children carefully listen to each other and think about 

what is being shared. They take a stance as readers (Rosenblatt, 1978) and, at the same 

time, they learn to respect the different interpretations others may have about the same 

text. Children draw on personal experiences to make connections with the text and with 

what someone else has shared during a discussion. 

Through literature discussions children are involved in what Rosenblatt (1995) calls a 

"two-way reciprocal relation" (p. 27) with the text. The children bring their experiences 

to the text, create personal meaning in combination with the text and share these 

beginning understandings with the children in the discussion group. The children also 

begin to understand that through dialogue with others they can develop a more complete 

interpretation of the text. 
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Research Methodology 

This teacher research study grew from a desire to understand my students, and the 

connections they were making through telling stories about their lives during our 

literature discussions. Cochran-Smith & Lytle (1993) define teacher research as 

"systematic, intentional inquiry by teachers about their own school and classroom work" 

(p. 23). 1 would add that teacher research is rigorous. It involves reflection, commitment 

and honesty. Teacher research is also transformative. It informs practice, it empowers 

both teachers and students and it facilitates change. 

Participant Selection 

Although the study took place in my classroom and all of the children participated in 

the literature discussions, the study focused on five children. These children were 

selected by purposeful sampling, (Merriam, 2001) because I felt I could team the most 

from them . Because I was looking at the use of story and life experiences as a way to 

make connections and meaning from books, I selected children who were making 

connections to the literature through talk about their lives in their native language, 

Spanish. I specifically chose Spanish-speaking girls because of the few existing studies 

focusing on females and specifically young Spanish-speaking females. Pseudonyms were 

used for the girls and their families to protect their privacy. Some identifying 

characteristics were also altered to make identification difficult. 

Classroom Curriculum 

This study took place in the spring trimester of 2003 when the classroom unit of study 

was Migrant Farm Workers. During this time all our class experiences focused on 
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migrant workers in some capacity; our FOSS Kit, weather, worked in nicely with the unit 

on migrant workers as the children learned how the weather affected the workers, in math 

we calculated how much money a typical migrant worker earned based on the 

information we read in the books and discussed this amount versus the cost of food, gas, 

clothing, and shelter for an average family. We also had several guest speakers come in 

and share stories of their lives as migrant workers; this dissertation study, therefore, was 

contextually located within this larger study of migrant farm workers. Small group 

literature discussions were a vital piece of the classroom study of migrant workers 

because the children brought their questions, concerns, opinions, and understandings of 

what they were learning about migrant workers into the discussions. 

Data Collection and Analysis 

This was a phenomenological study in that I wanted to understand how the children 

created meaning from the books we read and discussed and how their individual 

experiences shaped their understandings. However, the study was also narrative 

research. Rossman and Rallis (1998) write, "Narrative research focuses on the structure 

and content of stories people tell that help them make sense of their lived experiences" 

(p.73). I analyzed five girls' responses to literature that contained their stories as they 

tried to make sense of their world and of literature. Given the research context, 1 

collected data through a range of strategies. 

Data gathering methods for the study included audio taped literature discussions, 

transcriptions of the discussions, participant observation notes (during discussions), notes 
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in a teacher journal (throughout the study), the children's illustrated and written 

responses to the literature, and informal interviews with the children. 

The analysis of research question number one about the stories the five Spanish-

speaking girls brought from their lives in discussions about literature was based on the 

transcripts of all seven literature discussions, the participant observation notes and the 

teacher's journal. The transcripts were read as a whole and initial categories created 

based on the stories I identified; these were later reorganized and/or collapsed to generate 

the final categories. 

The analysis of research question two, how these girls used their stories to make sense 

of literature, was more involved. 1 concentrated my analysis on two of the literature 

discussions that were selected by theoretical sampling (Merriam, 2001). A case study 

design was chosen because it allowed me to concentrate on a single event (the individual 

literature discussion) and "uncover the interaction of significant factors characteristic of 

the phenomenon" (Merriam, 2001, p. 29). I found it difficult to follow the linear 

organization of the transcripts and created narrative intertextual analysis maps of both 

discussions. These maps helped me explore the connections the girls were making 

through the stories that they were telling. 

Another aspect of the analysis of question number two included the individual profiles 

of the five girls. The profiles portrayed the girls as individual participants across all seven 

literature discussions with the exception of Cecilia who was only present for two. 
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Findings of research question number one 

What stories do these Spanish-speaking girls bring from their lives to literature 

discussions? 

Galda (1998) discusses the power that comes from the reader and the book, "This 

power enables readers to transform words-on-a-page into emotional experiences that 

function as mirrors and windows into our lives and the lives of others" (p. I). The stories 

the girls told certainly did let me look into their lives as they shared very emotional and 

sometimes daunting stories of their own and other's life experiences. Five categories 

were created to examine the girl's stories: Family Stories, Cuentitos de Mi (Stories about 

Me), Border Issues, La Migra (The Border Patrol) and Los Pueblitos (The Towns). 

In the category of Family Stories the girls shared stories about things that have 

happened to members of their families. This category was divided into two sub

categories; sibling stories and stories about other family members. Cuentitos de Mi 

included stories the girls told of things that happened to them or things they did. The 

category of Border Issues looked at stories told by the girls about things that have to do 

with the border between the United States and Mexico, their lives and the lives of their 

families. The category is divided in two sub-categories; border knowledge and separated 

from family. The category of La Migra, or the Border Patrol, was divided into two 

categories; Running from La Migra and Caught by La Migra. Finally, Los Pueblitos 

included stories the girls told about their Pueblitos (villages or towns) in Mexico. 

Barnes (1993) believes in the significance of talk as a way for children to learn and 

make meaning, "talk allows human beings to share and communicate just as it enables 
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them consciously to inspect and reformulate (for themselves as well as for others) their 

understanding of the world" (p. 32). Sharing their life stories during our literature 

discussions gave the girls an opportunity' to deliberately scrutinize the emotionally 

charged events in their lives that they chose to share through story as they used their 

stories as meaning-making devices. While examining these events, they were able to 

think about these experiences in a new light, enabling them to examine their lives and 

develop their own meaning rather than that of their parents or other family members. At 

the same time, they used these stories to explore different understandings of the books 

they were discussing. 

Findings of research question number two 

How do these girls use their stories to make sense of the literature? 

Research question number two contained two separate analyses of the data sets; the 

individual profiles of the girls and the two case studies. I will begin with a discussion of 

the findings of the profiles and follow with a discussion of the findings of the case 

studies. 

The profiles presented a picture of the girls as participants across all seven literature 

discussions to provide a background and context for understanding each girl's chosen 

participation style during our literature discussions. They also served to promote an 

understanding of each of them as an individual before they were met as a group member. 

The profiles presented the girls as a family member, and as participants in the classroom 

context, explained their participation style and discussed findings of each profile. 
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The profiles demonstrated that the girls used the text as a springboard for discussion 

as they made connections to their lives, to their families, to the book, and to events they 

had experienced either directly of indirectly. The profiles also demonstrated the various 

stances and participation styles each of the girls assumed during the discussions. Because 

each brought different life experiences and ways of understanding the world to our 

discussions, each took something different from the book we read and discussed. Their 

meanings were individual because their connections were made to their lived experience 

or to the experiences of a family member; there was no solitary interpretation. The 

stories the girls told connected to their lives and to their social worlds. The girls' stories 

were their way of 'reaching out' and having a 'conversation with their community' (Wolf 

& Heath, 1992 ). 

Sipe (1998a) discussed the concept of 'signature responses' and found that "there 

were discemable differences and unique perspectives in at least some children's 

individual literary responses" (p. 77). The profiles of the five girls presented in this study 

support this idea and demonstrate that throughout the seven literature discussions, each of 

the girls was consistent in her chosen participation style or 'individual literary responses'. 

Shay la's chosen response style was analytical, Gabriela, Cecilia, and Jomaira's response 

styles were personal and finally, Kati was personal-mirroring. Shayla used the 

discussions as an object for analysis; her main objective was to maintain the floor. Her 

analytical stance throughout the discussions provided her with the opportunity to 

scrutinize what was going on and make a decision about her participation style based on 

her observations. Gabriela, Cecilia, and Jomaira expressed their personal connections to 
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the books we discussed through the stories they told; these stories "indicate[d] that the 

children were connecting the text to their own personal lives" (Sipe, 2000, p. 266) as they 

made life-to-text and text-to-life connections (Cochran-Smith, 1984). Kati also expressed 

personal connections to the books we discussed through stories; however, her stories 

mirrored the events of the main character in the particular book we were discussing. 

Sipe (1998a) called for longitudinal studies where researchers could pose "whether 

individual response styles change over time" (p. 88). This dissertation study took place 

over a period of three months during which time the girls were consistent in their chosen 

participation style. He also wondered how "'classroom culture shapes, enables, and 

constrains individual response styles" (p. 88). This dissertation study was contextually 

based within the larger classroom curriculum. I believe this contextualization along with 

the classroom climate enabled the girls to actively participate in the literature discussions 

and choose their participation style. The profiles demonstrated that each of the girls 

participated actively in the literature discussions by telling stories, asking questions, 

making connections to their lives, making connections to the book and/or the characters 

in the book and by making to connections to the stories the other girls shared. 

The case studies of Friends From the Other Side/Amigos del otro lado (Anzaldua, 

1993) and Radio Man (Dorros, 1993) provided an analysis of the stories told by five 

Spanish speaking girls within the flow of the discussion as they tried to make sense of 

books and their lives by sharing their life stories. Rosen (1984) believes narrative is "a 

meaning making strategy" (p. 13). As the case studies demonstrated, the girls' ultimate 

goal in telling their stories was to create meaning. In the course of making connections to 
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the books we read, the girls told related stories that not only helped them make meaning 

from the book but also of their lives. They came to a better understanding of who they are 

and of the circumstances in their lives that have positioned them and their families. Meek, 

Warlow and Barton (1978) believe, "Storying is the most significant way we explain how 

we came to be where we are, and a universal language habit that transcends all cultural 

barriers" (p. 8). By talking about their lives to other children who share similar 

backgrounds, the girls were able to see the similarity of their experiences with the other 

girls in our group. 

The case studies demonstrated that the girls developed a personal voice; a deeper 

understanding of who they were at the time of the discussions, an appreciation of their 

lived experiences, and an understanding of how it all came together in the form of a story 

they chose to tell. The life stories the girls shared helped them understand the text and 

also allowed them to step away from their lives, if only briefly, and reflect on, think 

about and see connections between the events in their lives so far. Telling the stories of 

their lives served several functions for the girls in my study; 

1. As a means to explore possible selves, 

2. To describe or remember lived through experiences, 

3. To distance and reflect upon certain problematic circumstances, 

4. To understand social relationships among peers and family members and 

5. To raise or develop others awareness of significant social issues and social 

problems that directly affect them. 
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Bringing to light their life experiences, however unpleasant they may have been, 

provided the girls an opportunity to examine these experiences outside of the usual 

surroundings; their homes and the people who were actors in their stories thus enabling 

them to be more critical. Creating a distance from their families helped them see things 

through their eyes and not through those of their parents. In reflecting upon (sometimes) 

unpleasant circumstances, the girls were able to create distance which allowed them to 

free themselves from the emotional constraints of the event and attempt to reflect upon 

the experience in a more removed manner. 

Langer (1995) believes, "Literature plays a critical role in our lives" (p. 5). Barnes 

(1993) discusses the importance of children's talk in their learning, Rosenblatt (1978) 

describes reading as a transactional process actively involving the reader in meaning 

construction, Vygotsky (1978) believes learning is social and Bakhtin (1981) explains 

that people learn language from other people in particular situations. What these theorists 

all have in common is that learning is a social process involving other learners seeking to 

create meaning. 

Literature discussions provided children with the opportunity to talk with other 

children about their beginning understandings, questions and wonderings about literature 

as they seek to create meaning from the literature. The case studies allowed me to see the 

impact the discussions had on the girls. The literature discussions gave them the 

opportunity to think about and reflect on their lives and the lives of the other members of 

the group, to think about the world and what it might be like based on the life experiences 

of the other girls that they shared during our discussions, to think about who they are and 
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how they want to present themselves to the group, to present themselves in the manner 

they chose and to think about and voice their opinions, thoughts, ideas and wonderings. 

Rosen (1986) believes, "narrative has an importance much deeper and broader than 

the purely literary values we customarily give to it and that it has a preeminence among 

the discourse options open to us" (p. 230). Why then are children's stories often ignored 

and seen as "simply cute and rather transparent, limited in meaning and complexity" 

(Engel, 1995, p. 3)? The stories told by the five girls in this study were anything but 'cute 

and transparent" their stories presented real-life circumstances and concerns that at times 

were a little challenging to discuss. Through their stories they also questioned the events 

in their lives and they also gained an appreciation for their lived through experiences. 

Implications of this Study 

The implications of this study are organized around four themes; Stories as Academic 

Thinking, Stories as Windows into Children's Lives, Literature Discussions: Children as 

Critical Thinkers, and Mapping as a Tool for Analysis: Narrative Intertextual Analysis. 

These themes were generated from the findings of the study. The implications speak to 

educators-classroom teachers and teacher educators, policy makers and researchers-

with close attention being paid to those who work with young second language learners 

living in urban areas where there is a high concentration of poverty. 

Stories as Academic Thinking 

Heath (1994) argues, "Scholars in several disciplines have repeatedly noted that, for 

adults, stories are theories; they need not to be replaced by abstractions or explanations" 

(p. 215). I agree and add 'young children' to Heath's statement: as this study 
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demonstrated, the personal life stories shared by these five young girls were carefully 

selected and deliberately told. The girls in this study thought seriously about the 

connections they were making to the literature: they reflected on and searched their lives 

for an experience they could share through a story that would help them make sense of 

what was happening in the literature, for them, "narrative [was] at the heart of [their] 

mental and social practices" as Rosen (1988, p. 16) suggests. 

Beach (1993) discusses the Experiential Theory of Response, which is based on the 

work of Rosenblatt (1938,1978), and believes that "rather than contradicting a textual 

perspective, the experiential perspective serves to complement and extend the textual 

perspective" (p. 49). In responding to a text in the experiential perspective, the girls in 

this study shifted their attention from the text to their life experiences by means of the 

text, "the words and sounds of the poem are evoking that experience" (p. 49); the text 

served as the basis for the connections the girls made through the stories they told. 

The textual perspective, as explained by Beach, relies on "students' knowledge of text 

or genre conventions and the kinds of literary know-how they will need in order to 

respond to a text" (p. 155). This textual perspective is typically emphasized in school 

settings where it is expected children analyze the text by talking directly about the text. 

The girls in this study were able to go beyond the text and search their lives for 

experiences that would help them make sense of what was happening in the text. 

Occasionally the girls did this searching of their lives on-the-spot, during a literature 

discussion, trying to find just the right stor>'. Rosenblatt (1938) believes. 
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The reader brings to the work personality traits, memories of past events, present 

needs and preoccupations, a particular mood of the moment, and a particular physical 

condition. These and many other elements in a never-to-be-duplicated combination 

determine his [her] response to the peculiar contribution of the text (pp. 30-31). 

The stories the girls told were not just pulled randomly from their memories; each and 

every story that was told either connected to the literature, a story someone else shared or 

a comment someone else made; all stories were contextually based. 

Gee (1999) proposes that there are two primary functions of language, "to scaffold the 

performance of social activity (whether play or work or both) and to scaffold human 

affiliation within cultures and social groups and institutions" (p, 1). Using this description 

of the functions of language and applying it to the literature discussions; the stories the 

girls told were the 'performance', the discussions were the 'social activity' and their 

membership in the discussion group were the 'human affiliation within cultures and 

social groups". 

The girls negotiated their participation in the discussions by figuring out what worked; 

in order to realize the 'human affiliation within the social group' the girls recognized that 

they needed to tell stories, except for Shayla. Recall that Shayla's signature participation 

style was to ask questions as she sought to maintain the floor. Although her response 

style was not similar to that of the other girls who told stories, she still contributed to the 

social activity and aligned herself with the social group created by the discussions. 

1 believe the five girls were acutely aware of what was going on around them during 

the discussions and as such choose the response style that was appropriate for them. This 
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may not have been possible if they were required to take a textual response perspective or 

if they were in a classroom that held low expectations for them simply because they are 

linguistically and socioeconomically diverse learners. 

The girls went beyond making surface connections to the text and created deeper and, 

I argue, more meaningful connections, by reflecting on their life experiences and 

connecting to things such as the fear, tension, and joy created by the author in the books. 

The girls pushed their own understandings of their lives and the books as they searched 

and reflected on their lives for the appropriate story to tell. 

Telling stories should not be viewed as babbling, cute, or something done just to kill 

time. Educators need to give all children the space to create meaning in their classrooms 

and decide what that meaning making process is for the child. Our society does not value 

the thinking abilities of young children and particularly young children from diverse 

linguistically culturally and socioeconomically diverse backgrounds. 

There is a definite power in telling stories; the power, however, lies with the child and 

is not in the control of the teacher. The child controls what story he/she will tell and how 

they will tell it, they also control the meaning they are creating. These meanings cannot 

be supplied by the teacher (Duckworth, 1996) or found in the guides teachers are now 

being given from the plethora of scripted reading programs our policy makers think we so 

desperately need. Children have to be trusted to make connections to their lives and that 

requires the teacher to have confidence in children and in their ability to think. Educators 

must share some of the control of the curriculum and goings-on of the classroom if they 

are to truly make telling stories a valid part of their classroom. 
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Telling oral stories is a very natural way of life for the girls presented in these case 

studies. As the data demonstrated, the girls used their stories as meaning-making 

devices; they were able to connect their lives to characters and events in the books we 

read and tell stories about their lives in an attempt to make meaning. Telling life stories 

needs to be seen as another way for children to make sense of the world and literature. 

Telling life stories needs to become a legitimate part of the school curriculum, if it does 

not, we are ignoring a large part of our school population. 

Stories as Windows into Children's Lives 

I believe stories are windows (Engel, 1995) allowing us to see into a child's life and 

that they help us understand how children perceive their own existence as they try to 

make sense of the world and their place in it. The stories children tell as they read and 

discuss literature is part of making sense of the world, the book and their lives. Through 

stories children are sharing a part of themselves while simultaneously constructing that 

self 

The girls shared their stories in their native language, Spanish, which I believe made 

the stories more powerful. It is very difficult to capture the nuances and emotions 

connected with life's events when attempting to relay them in the second language. 

Because the girls were able to communicate in their first language, their stories carried 

the emotions necessary to bring them to life. The stories had more meaning to them 

because they were told in their primary language, the language in which the stories took 

place. They also felt valued because their language and experiences were seen as an 

important contribution to the classroom community and curriculum. 
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Educators and policy makers need to understand that children from poor minority 

homes may have different ways of being literate when compared to children from 

middle-class homes but each has their own unique experiences with and uses for literacy 

(Nieto, 1999; Purcell-Gates, 1995; Heath, 1983). Children's home experiences with 

literacy, although dissimilar from those they may confront in school, are indeed preparing 

them for life in their communities. We must not view these children as inferior or 

deficient simply because their way of knowing is not in line with the expectations of 

mainstream society. 

In many homes, storytelling is a families' way of experiencing literacy. These homes 

are rich in the oral tradition; they are alive with language, something children are 

surrounded with from the day they are born (Heath, 1983). These homes may not be 

filled with books or magazines, however, that does not mean they are lacking literacy and 

that these families are illiterate (Taylor & Strickland, 1989; Taylor & Dorsey-Gaines, 

1988). 

Sadly, when these 'poor minority' children come to our classrooms, some teachers 

often decide that they are illiterate and ill-prepared to attend school. These decisions 

made by some teachers are a result of the stringent reading requirements placed on 

schools by state and federal legislation. If children do not attain a particular score on a 

reading test, they receive a label of at risk sending the message that they are not prepared 

for school and are in need of remediation. Rather than understand that all children bring 

different perspectives and ways of interpreting to school, some schools and policy 

makers assume that simply because children come from poor homes where there are little 
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to no reading materials and where a language other than English is spoken that these 

children are therefore lacking the 'basic skills' necessary for success in school. In 

response to these perceived deficiencies, policy makers and teachers alike subject these 

children to curriculum that require them to do nothing more than fill in answers. 

Rather than work against these children and the various literacies they bring to school, 

we need to make them a part of our classrooms. Rosen (1984) believes, "If the culture of 

the community is to enter the culture of the school, its stories must come too and, more 

profoundly perhaps, its oral story-telling traditions must become an acknowledged form 

of making meaning" (p. 27). Telling life stories, although not viewed as appropriate for 

use as a meaning making process in school, is a legitimate form of language and literacy 

that needs to become a natural part of school life. 

In most of the professional literature, the emphasis on storytelling in schools is as a 

method for bettering children's abilities in reading and writing or as an extracurricular 

activity. Malo and Bullard (2000) outline eleven skills they feel children can gain from 

listening to oral stories: (1) the concept of story, (2) the understanding of plot, (3) 

comprehension of vocabulary, (4) internalization of character, (5) visualization, (6) 

natural rhythms and patterns of language, (7) figures of speech and metaphor, (8 ) 

prediction skills, (9) concepts about the world, (10) listening and attending skills and 

(11) internalizing their culture. Storytelling is also viewed as something that is done to 

"bring books to life" (Hamilton and Weiss, 1991) and an activity requiring the help and 

guidance of an adult. 
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Telling stories is not a tool to be used to test a child's comprehension nor is it a way to 

determine who will be a successful reader and/or writer. Telling stories for the five girls 

in this study, and for many children from oral traditions, represents a way to make 

meaning from their lives and from the curriculum they are being presented with in 

schools. As educators and policy makers, especially, we need to open our doors and 

curriculums to telling stories and accept it as a legitimate way for some of our children to 

make meaning. 

In order to make telling stories a part of the curriculum teachers must take the time to 

"be a good listener in the special way a story requires" (Coles, 1989, p. 23) and listen to 

the children's stories. Literature discussions gave my students the space to use telling 

stories to help them make meaning from their lives and the books we discussed; I learned 

how they were using stories as meaning-making devices. The discussions also gave me 

the time to listen to them. As educators, we are constantly being inundated with 

procedures, practices or new curriculum we have to follow, and as such there are never 

enough hours in the school day to accomplish all that we need to. I believe in the power 

of telling stories and have set aside this time to carefully listen to my students and what 

they have to say because I recognize it is impossible to listen to all the children and all 

the stories they want and/or need to tell. 

Another way to honor the children's meaning making through telling stories is to have 

the children tell their stories to a friend or another adult in the classroom. The children 

appreciate having someone to listen to them and ask them questions about their lives. 

After our literature discussions, while the children are at their tables working on their 
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written and illustrated responses, they are also sharing stories with their tablemates as 

they decide what it is they want to write and draw. They have a captive audience with 

whom they are sharing their understandings and questions about their world. 

Literature Discussions; Children as Critical Thinkers 

Too often with the test frenzy that we are all wrapped up in (whether we choose to be 

or not), children are being silenced; children are not being allowed to share their voices, 

and they are not being asked to think. Literature discussions gave the girls in this study 

the opportunity to think about and reflect on their thoughts, opinions, ideas and 

wonderings. During the discussions, they had the opportunity to take the floor and 

express themselves; voice their opinions, ask questions, take a stance (Rosenblatt, 1978), 

and reflect on what others had shared. They were given the opportunity to think, use 

their voices and speak from the heart. 

Educators need to realize that all children need this opportunity to think, formulate 

ideas and voice their opinions, not just those who 'know how to read.' There is a great 

misconception in some of our schools (and in some teacher education programs) that 

children must know how to read before they can participate in literature discussions. 

Decoding text, which is the prevalent idea behind what 'knowing how to read' means, 

does not determine participation in literature discussions. When young children such as 

those in ray study participate in literature discussions, they do not need to be able to read 

the text independently; Shayla and Gabriel a were the only two of the five girls that could 

read the books independently, because I read the book aloud to the class twice, one day in 

Spanish and the next day in English and then send the books home for children to read 
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with an adult or sibling. Challenging children to think has nothing to do with whether or 

not they are able to decipher the words on a page. Kati, Cecilia and Jomaira were not able 

to read the books independently but that did not hinder their participation in the 

discussions. 

One of the main reasons literature discussions are such an integral part of my 

curriculum is that I want my students to be able to think critically about their lives and 

world. I carefully select the books for our literature discussions and focus mainly on 

books dealing with critical social issues such as poverty, racism, illiteracy, and prejudice. 

The 'reading level' of these books is not equivalent to where my students are currently 

reading independently, if it were I would be having literature discussions about books 

such as The Cat in the Hat (Seuss, 1957) or Mrs, Wishy Washy (Cowley, 1999). Those 

books have a place in the curriculum, however, literature discussions in my classroom is 

not that place. Educators and policy makers alike need to be aware that we cannot assign 

levels to reading material and expect children and classroom teachers to stay within those 

boundaries especially when our ultimate goal is to challenge all children to think. 

I believe that discussing critical social issues gives children an awareness of the world 

around them and, in some cases, of their immediate surroundings. Prior to beginning the 

discussion of Pablo y Pimienta (Covault, 1994) Gabriela share some upsetting news with 

me. During the discussion the girls shared stories about being searched when crossmg 

the border and Kati shared a story of her older sister's unsuccessful attempts to cross the 

border. After a few moments of uncharacteristic silence, I asked Gabriela if she wished 

to share with the group what she'd told me earlier. Gabriela agreed and began telling the 
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story of how her father had been caught by the Border Patrol (la migra) two days ago. I 

believe sharing this story with the group and later with the whole class helped Gabriel a 

deal with or at least try to understand what had happened to her father. By sharing her 

story, she was ale to make sense of this frightening and confusing even in her life as it 

provided her "with a more manageable intensity" (Engel, 1995, p. 45). 

I select books reflecting the struggles of society because I believe they are 

intellectually challenging; the children must first try and understand the issue, then they 

must formulate an opinion, and finally they must share that opinion with the members of 

their group, and sometimes with the whole class. The children understand that through 

dialogue they can develop a more complete interpretation of the text (Bakhtin, 1981; 

Barnes, 1993). In the course of talking with others about their questions, concerns, and 

connections with the text, the children develop a '"heightened sensitivity to the needs and 

problems of those remote from him in temperament, in space, or in social environment 

(Rosenblatt, 1995, p. 261). While all of this is going on, they must also listen to the other 

children as they share their views. All of this results in the children weighing all of these 

differing opinions and understandings until ultimately they come up with their own 

thoughts and opinions, if only for the moment. When creating curriculum, educators and 

policy makers should keep in mind that all children need to be challenged to think 

because all children are capable of thinking. Literature discussions can certainly be a part 

of any classroom. 

I discuss critical social issues with my students because I want them to learn about 

their world, question it and come to some sort of an understanding of the things that go 
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on in it. However, literature discussions do not have to be only about critical issues, I 

have made that choice for my classroom because I feel it is imperative for my students. 

The children in my classroom, and specifically the five girls in this study, confront many 

of the social issues we discuss in their lives either directly or indirectly. 

Before starting literature discussions I recommend that teachers carefully think about 

what they want to accomplish with the discussions. Tliink about what purpose you want 

these discussions to serve in your curriculum. Literature discussions are not time fillers. 

Literature discussions need to be contextually based, 1 believe, to have power and make 

sense to the children. I believe our literature discussions were so powerful because they 

were a part of the overall curriculum, not just something I added now and then. In this 

research study, they were part of a much broader study of migrant life. 

Once a teacher has made the decision to make literature discussions part of the 

curriculum, it is important to provide time to let these discussions develop. Children will 

not have incredible discussions during the first few months. The children must truly 

believe that their teacher cares about what they are thinking if they are honestly going to 

share their thoughts and ideas. They must also feel safe to share what's on their mind; it 

must be made clear by the teacher that there is no right or wrong answer. At the same 

time, however, the children must understand that they are expected to think. The teacher 

and children must also understand that they must respect each other's dilTering opinions 

and interpretations. Children need to understand that there are no negative ramifications 

for sharing ideas that are not consistent with those of the teacher. 
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Since 1 discuss such critical issues with my students, I invite their parents/families to 

be part of the discussions by sending the books home. Sometimes parents may not want 

their children reading and/or discussing certain books and that's their right as a parent. In 

the event a parent/family does not want their child to participate in the discussions, I offer 

an alternative engagement. Perhaps the child can go to the school library or computer lab 

and work on another literature project. Luckily, I have not had this problem with my 

families; on the contrary they have been incredibly candid about discussing their lives 

which I believe has contributed to the depth of our discussions. Parents and families are a 

great resource that must be used. 

Finally, I believe that teachers must consider themselves learners and share ideas and 

opinions with the children. Children need to know their teacher as a person who has 

opinions rather than just the person who is their teacher. Above all, children should be 

challenged to think and to support their opinions and interpretations as well as to share 

their thoughts and voices. The girls in this study could be labeled as academically under 

performing students simply because they do not talk about books in the manner which is 

typically expected in schools; they do not participate in a dissection of the book into its 

parts- the plot, setting, sequence. They make meaning from the books by connecting 

them to their lives and telling related stories. As demonstrated by the case studies, the 

girls supported their connections by telling stories that related to what was going on in 

the book, in the illustrations or in the discussion that was taking place. As also 

demonstrated by the case studies all of the stories the girls told were traced back to a page 

in the book or to another girl's story. 
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Mapping as a Tool for Analysis; Narrative Intertextual Analysis 

As I was trying to make sense of the literature discussions by reading the transcripts, I 

found it very difficult to follow the discussion by flipping through its many pages. While 

reading the transcript of Friends From the Other Side/Amigos del otro lado (Anzai dua, 

1993) I made a web of the stories that I identified on the transcript. This 'web' as I 

initially called it, began to make more obvious some of the connections the girls were 

making through their stories. I created the name Narrative Intertextual Analysis (NIA) 

after reading some work done by Fairclough (1992), Lemke (1992), and Short (1992) 

discussing intertextuality. Their work brought to light the fact that the girls' connections 

were intertextual; they were connecting to the oral stories that were part of their lives. 

Intertextuality is the process of seeking connections between texts; it is the weaving 

together of the text at hand with previous texts to make connections and ultimately, 

meaning. Texts are not limited to the words written in books or the narratives we speak; 

a text, explained by Short (1992), is "any chunk of meaning that has unity and can be 

shared with others" (p. 315). Things such as a thought, gesture, poem, music, and in the 

case of this study, an oral story (Short, 1992, Hartman, 1992) are considered texts. 

Working on the premise that people do not make meaning with language alone 

(Lemke, 1992) and that the context of the situation in which the text occurs affects the 

meaning of the text (Bakhtin, 1981), I knew there was something more to the stories the 

girls were telling; they weren't just telling stories to entertain. The discussions were truly 

hetereglossia (Bakhtin, 1981) as the girls were engaging in dialogue within a text (the 
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actual literature discussion) where their focus was the production of meaning through the 

interaction of these multiple voices in the dialogue. 

The first NIA map also raised more questions than had been apparent when I tried to 

create categories from the stories in their linear construction in the transcript. The NIA 

map became a series of maps that allowed me to trace the more complete interactions and 

connections occurring in the discussions. I mapped out the book page by page; in the 

first column I summarized the text, the second column contained a summary of the 

illustrations and last column had all of the stories the girls told by the girls. Through this 

NIA map, I was able to connect all of the girls' stories to the actual illustrations and/or 

written text in the book. This was a revelation for me. Up to this point, I was worried that 

there was nothing to their telling stories; the girls were telling stories simply because they 

liked to but not because the stories connected to the text or their understandings of the 

text. 

I believe that if I had stayed with the transcript and its linear layout, I wouldn't have 

found the connections behind the girls' stories. The NIA maps made clear for me the 

connections being made by the girls to the literature, the illustrations, and to each other's 

stories. I was able to trace the origins of every story in both of the discussions through 

t he maps. It was fascinating to see how the girls were feeding off of each other, either 

through connections to the book or to each other's stories, something I feel would have 

been impossible if I had continued to work with the transcript exclusively. 

In trying to make sense of and analyze a literature discussion there are so many 

connections being made by children that I believe researchers overlook by only working 
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with the transcript. Mapping proved to be a crucial component of the analysis of the 

literature discussions presented as case studies in this dissertation. The discussions 

themselves are not as linear as the transcripts represent them; they are fluid with each 

story relating to another story, or illustration or the written text in the book and not 

necessarily in sequence. Mapping out the stories allows researchers to see this natural 

flow of language and also makes visible the various connections the children seem to be 

making so easily. 

The Narrative Intertextual Analysis (NIA) maps provide researchers with a whole 

picture of the discussion on one piece of paper allowing the researcher to see it all at 

once. By looking at the data all on one page and making the connections to the other 

children's stories and to the illustrations or text in the book, the data seems to come alive. 

It's almost as though the researcher can relive the discussion through looking at the 

various connections the children made as one whole event which is exactly how the 

discussion took place, in one event not a series of transcript pages. 

Future research 

Although this study has yielded useful information regarding the use of life stories in 

literature discussions as a legitimate meaning-making process and mapping as a research 

strategy, future research is still needed in the following areas: 

• To see if these findings hold for other young children and to investigate how a 

child's linguistic, cultural, and socio-economic backgrounds play a role in that 

child's chosen response style. 
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• To see if the frequency with which a child is encouraged to participate in 

discussions of literature, and the amount of control they have over the focus and 

direction of the discussion, e.g. teacher-led or student-led discussion, affect their 

participation style. 

• To see if the findings would be applicable to longitudinal studies focusing on 

mixed gender groups or boys-only groups. 

• To use other genres (e.g. informational texts) and see if the children tell life 

stories as a way to make meaning. 

• To see if children maintain their 'signature responses' or if they change these 

responses depending on the book they discuss or the members of the group. 

• To see if children scaffold each others' meaning making and beginning 

understandings through the stories they tell. 

• To take a look at this data on children's use of story to make meaning during 

literature discussions from other theoretical frameworks, such as, but not limited 

to, anthropology, psychology, third space, and New Literacy Studies 

• To further investigate the use of maps as another tool for the analysis of 

transcripts of literature discussions. 

• To take an in depth look at the home/school journals and compare to the oral 

discussions we had in school to see what effect, if any, the home discussions had 

on the school discussions. 

• To take a look at the participation of the mothers and the stories they told their 

daughters while discussing the books at home. 
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CONCLUSIONS 

The girls in this study represent the changing face of the U.S. classroom. Instead of 

seeing that these children's lives are full of literary experiences, that their native language 

is a resource, and that they have begun their learning before they enter school (Heath, 

1983; Vygotsky, 1978), schools view these students as deficient and treat their 

experiences and their knowledge of their native language as though they are detrimental 

to their learning. These children wear labels such as 'at risk' and 'disadvantaged' and are 

often subjected to a less than quality education. 

Literature discussions in their native language provided these girls with a challenging 

curricular engagement; something many linguistically and socioeconomically diverse 

children may not have the opportunity to participate in as a result of the political climate 

in which we teach. All children regardless of ethnic background or native language are 

entitled to a challenging, thought provoking curriculum. All children are also entitled to a 

school and curriculum that recognizes and respects their ways of knowing. 

As teachers we need to listen to the stories the children bring us. It is through their 

life stories that we will truly come to know our students and understand the truth of their 

lives. We need to give all children the chance to tell their stories. We need to value them 

as learners and as individuals. We need to respect their stories. We need to respect the 

multiple ways of knowing they bring to school. We need to honor their voices and make 

them a part of our curriculum. We need to let them speak in their native language so they 

can tell us what they are truly thinking and wondering about thus allowing them to speak 

from the heart. 
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EPILOGUE: 

My Journey as a Teacher-Researcher 

I moved to T ucson in August of 1992 (the hottest August of my life) to pursue a 

Master's Degree at the University of Arizona with the plan to move back to Boston upon 

receiving my degree in the spring of 1994. Twelve years later I'm still here. I am 

married, have a son, a Master's degree and now, a Ph.D. A number of things happened 

along the way that have kept me here (for now)... 

In the spring semester of 1998 I enrolled in LRC 583, Literature Discussions. I had 

taught bilingual second grade for a few years and was looking to enhance my language 

arts curriculum as a result of my concerns for the low expectations some had for Latino 

children. I needed engagements that would challenge my young Latino learners to think 

critically and thought Literature Discussions would be a great place to start. 

In that class, 1 met Carmen Martinez who shared my concerns for the low expectations 

some educators have of young Latino children. She and I collaborated on a few class 

projects and eventually embarked on a voyage that would culminate in two co-authored 

publications and in her dissertation. For me, that voyage meant the discovery of my role 

as a teacher researcher. 

Prior to working with Carmen I had absolutely no idea what teacher research was; I 

assumed that research was done by University professors or investigators (who were 

usually their students). Yes, I knew this research was conducted in schools but my 

understanding was that the researchers came in with their own agendas and simply 'used' 

teachers, their classroom, and students. They came into the classrooms, performed their 
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observations or engagements and then left never to be seen or heard from again (until of 

course they had something else they wanted to study). Working so closely with Carmen 

and later taking the Teacher Research Course opened my eyes to what it meant being a 

teacher researcher. 

As the classroom teacher I was in charge of the research and more importantly, I was 

as much a part of it as my students were because 1 was a member of the phenomenon 

being studied. I was able to focus in on one component of my classroom that I wanted to 

modify in some way. I identified the area of my curriculum that I wanted to study based 

on my needs and concerns and decided what to put into practice. I also gave myself the 

time to reflect on it. Reflection, I learned, is a very vital part of teacher research. 

As classroom teachers we are so bogged down by demands and restraints put on us by 

our administrators, districts, state mandates and recently federal mandates (NCLB) that 

we have little time, if any, to reflect on our practice. Once 1 considered myself a teacher-

researcher and realized the significance of reflection, I decided that at the end of the 

school day 1 would lock my door, turn off the lights and write in my teacher journal for at 

least fifteen minutes. Forcing myself to reflect on the day truly informed my practice: I 

was compelled to really think about what I was doing, why I was doing it and who was 

benefiting from it? Giving myself the time to reflect on my practice allowed me to 

become a more effective teacher (and learner). 

I am in the wonderful and sometimes daunting position of really knowing my students 

and their families. The insights I gain from spending time with my students throughout 

the school day coupled with knowing their families, provides me with the ability to see 
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the child as whole, not just a brief outline of an image I capture while 1 am studying 

them. On most occasions, I am able to come to an understanding of a child's behavior or 

response because I am with them all day every day. A university researcher (or any 

outside researcher for that matter) is not privy to that information. 

I stated that at the onset of this dissertation study I was concerned because I thought to 

myself, "What are the girls doing, they're just telling stories?!" Because of my role as a 

teacher researcher and as a result of the time I built in to my school day for reflection and 

knowing the girls and their families, I was able to see that their stories are significant and 

a way for them to make meaning from their lives and the books we were discussing. Had 

I not considered myself a teacher researcher, I may not have seen the value to their telling 

life stories. As a teacher researcher, I gave myself the time needed to reflect on this, at the 

time puzzling event (telling stories), and because I considered myself a learner too, the 

girls taught me the value of using stories as meaning-making devices. 
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